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Abstract 
 Understanding the family and school factors that lead to Latino children’s social 
competence in the United States is a critical issue for the school success of our expanding 
Latino population.  Using a Latino subsample of the Early Childhood Longitudinal Study, 
Kindergarten Class of 1998-1999 (N = 3,072), this study examined socioeconomic status, 
home language, and parental stress in relation to parenting behaviors as predictors of 
kindergarten children’s social skills in the classroom.  Spanish instruction in the 
classroom was investigated as a moderator of the relationship between parental stress and 
parenting behaviors. 
 Using regression analyses, it was found that higher socioeconomic levels were 
associated with greater levels of parental warmth and structured rules and routines in the 
family.  Spanish as home language was related to lower levels of harsher forms of 
discipline.  Both marital stress and parenting stress were predictive of harsher forms of 
discipline and decreased structured rules and routines in the family.  Marital stress alone 
was related to decreased levels of parental warmth.  
 Parenting behaviors were predictive of kindergarten children’s social skills.  
Harsher forms of discipline were related to decreases in children’s self-control and 
interpersonal skills.  Increased levels of family rules and routines were positively related 
to children’s self-control and interpersonal skills.   
 Evidence was found for the meditational role of parenting behaviors to children’s 
social skills.  Discipline mediated the relationship between marital stress and children’s 
self-control and interpersonal skills.  Discipline also mediated the relationship of 
parenting stress to children’s interpersonal skills.  Finally, structured rules and routines in 
the family mediated the relationship of marital stress to interpersonal skills. 
 Support was found for Spanish instruction in the classroom as a moderator for the 
relationship of parenting stress to negative parenting behaviors.  Spanish in the classroom 
was associated with higher levels of parental warmth and lower levels of harsh discipline, 
in spite of parenting stress.  This result highlights the importance of providing Spanish 
language resources in our school systems to promote Latino children’s social competence. 
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Chapter One: Introduction 
 
 
“It is critical to the future of a society that its children become competent adults and 
productive citizens.  Thus, society and parents share a stake in the development of 
competence and in understanding the processes that facilitate and undermine it.”  
(Masten & Coatsworth, 1998, p. 205) 
 
 
Problem Statement 
 Latino Americans are the fastest growing ethnic minority group in the United States 
and are projected to account for 28% of the child population by the year 2050 (Harwood, 
Leyendecker, Carlson, Asencio, & Miller, 2002).  In order to facilitate best 
developmental outcomes for our growing population of Latino children, we need to 
understand the contexts in which their development occurs in the U.S. and how our 
school environments can best support their developmental processes, while 
acknowledging their cultural backgrounds.  In a national sample of Latino families, this 
study examined factors of family background - socioeconomic status, home language, 
and parental stress - in relationship to parenting behaviors, and in turn, the relationship of 
parenting behaviors to teachers’ assessments of kindergarten children’s social skills in the 
classroom. The study then investigated whether a single Spanish language resource in the 
classroom moderated the association between family predictors and children’s social 
skills. 
 Data for the study were drawn from the Early Childhood Longitudinal Study-
Kindergarten Cohort (ECLS-K; National Center for Education Statistics, 2001), a large, 
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nationally representative sample of children enrolled in kindergarten programs during the 
1998-1999 school year.  For this study, a subset of Latino kindergarten students and their 
families was extracted from the master dataset in order to conduct an analysis of within-
group variation in family characteristics and their relationships to children’s social skills 
outcomes, as assessed by kindergarten teachers.  The study was designed solely to 
investigate Latino children and their families, to avoid a comparison with an “Anglo-
centric cultural and economic mainstream” (Fuller & García Coll, 2010, p. 563), which 
past research far too often has held as “normative” for child behavior and development, 
regardless of children’s cultural heritage (Okazaki & Sue, 1995).  
Socialization   
 Effective social relationships are essential for children’s adaptive development and 
have been shown to influence children’s future emotional and academic success (Hartup, 
1989; Rubin & Rose-Krasnor, 1995; Masten & Coatsworth, 1998; Eisenberg, Fabes, & 
Spinrad, 2006). Through socialization processes, children acquire the skills, behaviors, 
and beliefs deemed appropriate by members of the culture in which they live. Considered 
from a bioecological perspective (Bronfenbrenner & Morris, 2006), parents’ efforts in 
socializing their children occur within multiple environmental contexts.  
 In every culture, socialization processes aim to achieve three broad goals in 
children’s development: impulse control, role preparation and performance, and 
integration of cultural sources of meaning (Arnett, 1995).  Cultural belief systems vary 
according to the norms and expectations for behavior represented by these three goals.  
Socializing agents in children’s development include parents and other adults, both 
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within the family unit and community, siblings, peers, and teachers. Although many 
players are important in children’s social development, parents are thought to be the first, 
and primary, agents in children’s socialization (Maccoby, 2007). 
 Given the importance of considering multiple system dimensions in children’s 
development (Garcia Coll, et al., 1996), the study first examined factors of family 
background (socioeconomic status and parental stress) in their relationship to parenting 
behaviors, and their relationship to children’s social skills. The study then investigated 
whether Spanish language resources in the classroom moderated the association between 
family predictors and children’s social competency development.  The importance of 
such a study lies in the connection found between socially competent behavior, as defined 
by teachers, and the perceived academic and social competence of children in the early 
school years.   
Social Competence and Academic Achievement 
Researchers have long noted a strong association between social behaviors and 
academic achievement, although the direction of influence between these two domains 
remains in question.  Reflecting the multiplicity of definitions for what comprises 
socially competent behaviors, studies have focused on social competence as social 
responsibility (Wentzel, 1991; 1993); behavioral regulation (McClelland, Cameron, 
Connor, Farris, Jewkes, & Morrison, 2007); social acceptance by peers and prosocial 
behaviors (Welsh, Parke, Widaman, & O’Neil, 2001); and socio-emotional strengths 
(Dobbs, Doctoroff, Fisher, & Arnold, 2006).  Studies have consistently established a 
connection between positive social behaviors and positive academic achievement, in both 
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literacy and mathematical skills, from preschool years (McClelland et al. 2007; 
McClelland & Morrison, 2003; Dobbs, Doctoroff, Fisher, & Arnold, 2006), through 
elementary school (Miles & Stipek, 2006; Welsh et al., 2001; Malecki & Elliott, 2002) 
and in later adolescence (Wentzel, 1993). 
Wentzel (1991) suggests that positive social behaviors, exemplified as social 
responsibility, promote academic achievement by enabling a context for learning and 
establishing shared goals between students and teachers. In her review of the literature, 
Wentzel defines social responsibility as “adherence to social rules and social expectations” 
and states that, “these rules exist by virtue of social roles that define rules for group 
participation, as a reflection of broad social and cultural norms” (Wentzel, 1991, p. 2).  
The relationship between social competence and academic achievement is bi-directional, 
but the direction is likely to be stronger going from social competence to academic 
achievement, particularly at the early childhood age (Wentzel, 1991).  In considering 
children of Latino immigrants, it is imperative to examine Wentzel’s “adherence to social 
rules and social expectations” not only in the context of students and teachers, but also 
more complexly as systems of social expectations that operate among students, teachers, 
and parents. 
Social Competence and Culture 
  Our perception of a child as socially competent is culturally driven.  Social 
competence is an evaluative term that is based on judgments about behaviors, attitudes, 
and roles.  Cultures, and population groups within those cultures, vary in the values they 
place on personality characteristics and behavior (Laosa, 1989).  Hence, social 
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competence is defined within the contexts of culture, neighborhood, and situation 
(Consortium on the School-Based Promotion of Social Competence, 1996).   
 Societies differ in their developmental goals according to the value orientations, 
or cultural scripts, in their socialization processes.  These processes are transmitted 
across and through generations and are guided by different goals for development (Arnett, 
1995).  A primary value theme of cultures is interdependence/independence (or 
collectivism/individualism), which is a value system dealing with the relationship 
between the person and the group (Greenfield, 1994).  In brief, an interdependence 
orientation emphasizes connection to the family, respect and obedience, and an 
orientation to the larger group.  This is in contrast to an independence orientation, which 
emphasizes personal choice, self-esteem, intrinsic forms of motivation, and self-
maximization in achieving one’s personal goals (Tamis-LeMonda, Way, Hughes, 
Yoshikawa, Kalman, & Niwa, 2008).   The goals of U.S. schools are most closely 
represented by an independent orientation, where autonomy, self-expression, and 
independent thinking are valued, but many minority ethnic groups within the U.S. reflect 
a more collectivist cultural script placing a greater value on relatedness and connection 
(Greenfield, 1994). 
A child of immigrant parents in the United States may experience different 
expectations for competence in school settings and in their home situations because the 
sociocultural context of the home differs from the mainly Western European context of 
schools.  It is important for people who work with children from sociocultural 
backgrounds that differ from their own to understand the underlying values that are part 
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of children’s sociocultures (Laosa, 1989) and also the underlying values of their own 
mainstream culture (Merrell, 1999).  
Mainstream Culture   
Merrell (1999) points out that the danger in ignoring a description of the Anglo 
European majority culture is that it perpetuates the idea that the majority culture is the 
normative standard rather than a cultural variant.  Members of this culture tend to share a 
Western European1 worldview and value system of individualism and individual needs, 
an emphasis on the nuclear family and competitiveness and independence.  Unlike the 
majority of world cultures, members of Western European culture are less likely to defer 
personal needs and decisions to the needs and views of the extended family and elders 
(Merrell, 1999).  Research in Latino populations2 has identified two significant concepts 
in parental goals: respeto and familism, both based on a value system that emphasizes 
	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  
1 Western European, Western, Anglo European and “dominant” culture in the U.S. are 
defined in this study as populations of people whose ancestors originated in Western 
European countries.  
 
2 The use of terms in designating groups of people of similar but heterogeneous cultural 
heritage is a tricky subject; all cultural labels are fraught with inaccuracies.  Hispanic was 
a word invented by the U.S. Census Bureau in 1990 (Cauce & Domenech-Rodrigues, 
2002) and is not used in this study.  In research over the last years, people from Mexico, 
South and Central America, and the Caribbean who currently live in the U.S. have 
expressed a preference for Latino/Latina over Hispanic as a cultural designation (Cauce 
& Domenech-Rodrigues, 2002).  This study will employ the term Latino as a descriptor 
of people whose first language is Spanish from numerous countries in the Western 
Hemisphere.    
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interdependence among family members within the larger ecological niche of the 
community.  
Latino Culture 
Respeto goes beyond the Anglo-European definition of respect for authority 
figures.  It encompasses an understanding of a child’s place within a family system, with 
specific behaviors expected toward parents and older siblings.  In her in-depth 
ethnographic study of 10 Mexican immigrant families, Valdes (1996) found that respeto 
for the mother involved not interrupting conversations between the mother and other 
adults, not demanding attention when the mother was engaged in an activity, sitting 
quietly, and promptly following any directives given.  The mothers in the study did not 
pretend to a democratic family system, as is common in Anglo-European authoritative 
childrearing practices. If children argued with their mothers, the mother quickly pointed 
out that she and the child were not equals.  Research supports the importance of 
considering respeto in Latino immigrant families’ childrearing practices.  Harwood et al., 
in a study comparing Anglo-European, Puerto Rican, and Puerto Rican immigrant 
mothers, found that Puerto Rican mothers from both groups considered quiet, attentive 
behaviors most desirable from their children (Harwood, Schoelmerich, Ventura-Cook, 
Shulze, & Wilson, 1996).  This was in contrast to Anglo-European mothers who 
considered active play, independence and self-confidence as the most highly desirable 
behaviors from their children. 
An additional key concept in Latino families is that of familism, a focus on the 
relationships between family members and the view that success in life is found in family 
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bonds (Valdes, 1996).  The term familism includes the importance of strong family ties, a 
reliance on the family for emotional and instrumental support, feelings of loyalty to the 
family, and a commitment to the family above individual needs and wishes (Halgunseth, 
Ispa, & Rudy, 2006).   
 Loyalty to the family is highly valued, even in very young children. In a study of 
Puerto Rican immigrant mothers of preschoolers, Gonzales-Ramos, Zayas, and Cohen 
(1998) found that mothers rated loyalty to the family, in addition to honesty and 
obedience and respectfulness, as the most important values to instill in their children. 
The socialization goals inherent in the values of respeto and familism are 
congruent with some of the behaviors valued by teachers (Galindo & Fuller, 2010).  
Good comportment, respectful communication, and cooperation are integral to the 
constructs of self-control and interpersonal skills that teachers consider adaptive behavior 
in the classroom.  This study investigated Latino parents’ parenting behaviors, as an 
indicator of socialization goals, and their influence on children’s self-control and 
interpersonal skills in kindergarten classrooms. 
Major Research Questions 
 This study hypothesized that family factors of socioeconomic status, parental 
stress, and home language would influence parenting behaviors, which in turn, would 
influence children’s perceived social skills in kindergarten classrooms.  Finally, the study 
hypothesized that Spanish instruction in the classroom would moderate the relationship 
of parental stress to parenting behaviors, as the presence of Spanish speaking teachers in 
their children’s school environment would serve as a form of social capital for Latino 
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parents’ cultural background.  The six hypotheses central to the study are listed below 
and later described in further detail. 
1. Socioeconomic status influences parenting behaviors. 
2. Spanish spoken at home influences parenting behaviors. 
3. Parental stress factors are related to parenting behaviors. 
4. Spanish instruction in the classroom moderates the relationship between 
parental stress and parenting behaviors. 
5. Parenting behaviors influence children’s social skills. 
6. Parenting behaviors function as mediators in the relationships between SES, 
parental stress and children’s social skills. 
Hypothesis 1.  Socioeconomic status (SES) influences parenting behaviors. 
 Previous research consistently reports a relationship between families’ 
socioeoncomic status and parenting behaviors.  For instance, as part of an ambitious 
study of children’s home environments, Bradley and colleagues examined variations in 
parents’ behaviors toward their children based on socioeconomic levels (Bradley, 
Corwyn, McAdoo, & García Coll, 2001).  In this large, national sample, the researchers 
found that higher SES children, in comparison to lower SES children, experienced greater 
amounts of both verbal and physical affection from their parents, less frequency of 
spanking as a form of punishment, and more structured use of rules in the household.  
These results on variation in parenting behaviors based on non-poor/poor SES categories 
held true across all ethnic groups (Bradley et al., 2001).  
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 The current study examined the relationships between socioeconomic status and 
three measures of parenting behaviors: parental warmth toward child, discipline based on 
a scale of increasing harshness, and the use of rules and routines in the family for 
children’s television viewing and mealtimes.  It was expected that higher levels of SES 
would be associated with increased levels of warmth, less harsh disciplining methods, 
and greater use of rules and routines. 
Hypothesis 2. Spanish spoken at home influences parenting behaviors. 
 In this study, Spanish spoken at home was used as a proxy indicator of 
acculturation in a U.S. eco-cultural setting (Livas-Dlott et al., 2010). According to 
Guarnaccia and colleagues, language is a powerful tool in the transmission and 
construction of culture and is a key indicator of acculturation (Guarnaccia et al., 2007).  
In turn, cultural values are integral to parents’ socialization goals and their parenting 
behaviors (Laosa, 1989; Arnett, 1995). 
   Although use of this single variable as a measure of acculturation is less than ideal 
(e.g., a variable for English language usage in the workplace was not available in the 
ECLS-K datset), it provides information as one marker of Latino cultural maintenance in 
families.  The study examined direct effects of home language on parent behaviors and 
on children’s social skills.   
Hypothesis 3. Parental stress factors are related to parenting behaviors. 
 Parental stress factors have long been investigated in their relationship to 
parenting behaviors (e.g. Belsky, 1984; Crnic & Greenberg, 1990; Davies & Cummings, 
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1994). In the current study, both marital stress and parenting stress were investigated in 
their association with parenting behaviors.  
 Marital stress has been postulated to indirectly affect children’s social outcomes 
through parenting behaviors (Belsky, 1984; Davies and Cummings, 1994; Kaczynski, 
Lindahl, Malik, Laurenceau, &, 2006).  Research by Gershoff et al. supports the negative 
consequences of marital stress on parenting behaviors (Gershoff, Aber, Raver, & Lennon, 
2007).  Using data from the Early Childhood Longitudinal Study, Gershoff and 
colleagues (2007) found that increases in marital stress were associated with decreased 
parental warmth, increases in harsher forms of discipline, and decreased use of structured 
rules and routines in the family. 
 Previous research also supports the role of parenting stress in less than optimal 
parenting behaviors (Deater-Deckard, 1998; Wilson & Gottman, 2002; Halgunseth et al., 
2006).  For instance, Rodgers (1993) examined the effect of parenting stress on parenting 
behaviors in a sample of pre-school and kindergarten children.  Rodgers found that 
parenting stress had negative consequences on mothers’ behaviors with their children.  
Increases in parenting stress were associated with a lack of warmth, harsher forms of 
punishment, and inconsistencies in parenting behaviors (Rodgers, 1993). 
Hypothesis 4. Spanish instruction in the classroom moderates the relationship between 
SES, parental stress and children’s social skills. 
 This study hypothesized that negative effects of SES and parental stress on 
parenting behaviors would be moderated by the presence of Spanish instruction in the 
classroom and that these improved parenting behaviors would be beneficial to children’s 
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social skills.  The ECLS-K variable, Spanish Instruction in the Classroom serves as a 
proxy variable to indicate the presence of Spanish speaking teachers in children’s 
classrooms.  The underlying basis for this hypothesis is that a shared language between 
Latino parents and their children’s teachers would provide parents with a form of social 
support for their cultural backgrounds. 
 Research supports the premise that positive social support buffers the relationship 
between parental stress and parenting behaviors (Crnic & Greenberg, 1990; Rodgers, 
1993; Cardoso, Padilla, & Sampson, 2010).  Crnic and Greenberg (1990) found that 
social support for mothers at the community level moderated the association of parenting 
stress to parenting behaviors.  This study posits that availability of Spanish in school 
systems will provide social support at the community level that will reduce parenting 
stress. 
Hypothesis 5.  Parenting behaviors influence children’s social skills. 
 This study also hypothesized that parental warmth toward children, discipline 
methods, and family rules and routines would be associated with children’s social skills. 
Parenting behaviors have long been investigated in their relationship to children’s social-
emotional development. Harsher forms of disciplining behaviors have generally, although 
not in all cases, been found to be detrimental to children’s social development (Baumrind, 
1996).  In contrast, parents’ warm, affectionate relationships with their children have 
been modestly correlated with increases in children’s social skills (Eisenberg et al., 2006).  
 In this study, it was expected that harsher forms of discipline would be negatively 
associated with kindergarten children’s self-control and interpersonal skills in the 
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classroom and that parental warmth toward children would be positively related to 
children’s social skills. Additionally, it was expected that structured rules and routines in 
the family for television and meal times would contribute to children’s self-control and 
interpersonal skills. 
Hypothesis 6. Parenting behaviors function as mediators in the relationships between SES, 
parental stress and children’s social skills.  
 This study hypothesized that parenting behaviors mediate the variables describing 
children's social skills and those describing parental stress and family 
characteristics.  According to Baron and Kenny's influential paper (Baron and Kenny, 
1986), a mediating variable will account at least in part for the relationship between two 
other variables - as is proposed here. Specifically, the study hypothesized that parenting 
behaviors function as mediators in the relationships between SES, parental stress and 
children’s self-control and interpersonal skills with peers and adults. 
Possible Benefits of the Research 
 In a national sample of Latino families, the intention of this research design was 
to investigate within-group differences in family factors affecting kindergarten children’s 
social skills, as assessed by their teachers.  Given that by the year 2050, almost 30% of 
the children in our schools will be of Latino descent (Harwood, Leyendecker, Carlson, 
Asencio, & Miller, 2002), it is critical that we as educators and researchers gain a greater 
understanding of the contexts in which child development occurs for Latin American 
families.   
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In her studies of school transitions, Eccles has repeatedly found that “goodness of 
fit” between values and beliefs of the school environment and the home environment are 
conducive to positive child outcomes (e.g. Eccles, Early, Frasier, Belansky, & McCarthy, 
1997).  This study provides evidence that schools that provide cultural support, in the 
form of Spanish language in the classroom, can impact parenting behaviors in a manner 
that is beneficial to Latino children’s social development. 
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Chapter Two: Review of the Literature 
 
 
Theoretical Framework 
The theoretical orientation of the study was guided by contextual systems theory 
(Lerner, 2006; Bronfenbrenner & Morris, 2006).  Systems theories explain 
developmental change as bidirectional interactions between individuals within a complex 
ecological system.  Individuals are active participants in their own development in the 
context of a social and physical world (Lerner, 2006).  Central to systems theories is the 
concept of probalistic epigenesis, which asserts that the course of human development is 
never certain according to norms of behavior (Gottlieb, 1991).  Development is guided by 
dynamic interactional exchange between the individual and other individuals in the 
environment, the broader ecological niche, and conditions of the society that surround the 
individual.  Over time, the individual is changed by the context of his/her environment, 
but the individual in turn changes that context (Lerner, 2006).  Systems theorists explain 
development as transactional models (Sameroff, 1975) and as increasingly more complex 
nested levels of organization (Bronfenbrenner & Morris, 2006). 
 According to a transactional systems theory (Sameroff, 1975), development 
involves bidirectional transactional processes between children and their caregivers 
within their social environment.  A parent’s (or teacher’s) response to a child is 
conditional on the circumstances and on the biological and temperamental characteristics 
of the child, just as the child’s response is conditional on biological and temperamental 
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characteristics of the parent (or teacher).  Behavior is elicited by the other and would not 
be the same if the person had not been part of the bidirectional interaction.  Underlying 
all interpretations of behavior within a contextual system is our symbolic representation 
of cultural values and goals (Rogoff, 2003). 
 Bronfenbrenner’s bioecological model (Bronfenbrenner & Morris, 2006) goes 
further than Sameroff in explaining the complexity of interlinking levels that surround 
children’s development.  Basic to Bronfenbrenner’s model is that developmental change 
operates according to four general categories: process, biopsychological characteristics of 
the child, nested levels of the system, and Time.  Process refers to face-to-face 
interactions between individuals (e.g. mother and child interactions, behavior between 
student and teacher, demeanor between parent and teacher).  Biopsychological 
characteristics of the child include ability, skills, and demand characteristics (e.g. 
temperament).  Nested levels of the system consist of the microsystem (face-to-face 
interactions between individuals), the mesosystem (e.g. children, parents, and teachers 
within the school - and whether they reflect parental beliefs and values), the exosystem 
(circumstances where the child is not usually present, e.g. the parent’s workplace), and 
the macrosystem, which is the cultural blueprint that surrounds development (e.g. school 
quality, economics of the community, neighborhood safety).  Time (e.g. historical and 
current policies on U.S. immigration) is the fourth category and operates at all four nested 
levels of the system. 
 From the perspective of Bronfenbrenner’s bioecological model (Bronfenbrenner 
& Morris, 2006), this study examined individual, family, and school characteristics that 
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independently, or in concert, contribute to children’s social competence.  Variables 
studied included the socioeconomic status of the family, the family’s home language as a 
marker of acculturation, parental stress, the presence or absence of Spanish instruction in 
the classroom as a form of social support for Latino families, parenting behaviors, and 
teachers’ evaluation of individual children’s social competence.  The following sections 
discuss two further theoretical positions that inform the study.   
 Cynthia Garcia Coll and her colleagues have conceptualized an Integrative Model 
of Developmental Competencies for Minority Children (Garcia Coll, 1996), which 
further illustrates the importance of considering multiple dimensions of the system in 
research involving children’s development.  Garcia Coll et al. (1996) found multiple 
promoting and inhibiting factors for outcomes in social behavior and academic 
achievement for children according to race, ethnicity, class, and gender.  These factors 
included: family structure and socioeconomic status, social support, racial identity, and 
child characteristics such as age and temperament.  This study investigated effects of 
family conditions and socioeconomic status, Spanish in the classroom as social support, 
and child characteristics in social skills.  
The study also relied on Super and Harkness’s conceptualization of the 
developmental niche (1986) which draws on three sources in understanding a child’s 
development: (a) the daily settings of a child’s life that culture provides, (b) culture as a 
collection of daily practices that provide messages and learning experiences for the child, 
and (c) the psychological reality of culture that is constructed by the shared belief 
systems of children’s caregivers.  This study examined parenting behaviors as the daily 
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setting of children and Spanish in the classroom as social support for Latino parents’ 
cultural background.  
In summary, the theoretical orientation of this study was based on a systems 
approach, particularly Bronfenbrenner’s model of bioecological theory (Lerner, 2006; 
Bronfenbrenner & Morris, 2006), an Integrative Model of Developmental Competencies 
for Minority Children (García Coll et al., 1996), and on Super and Harkness’s 
conceptualization of the developmental niche (1986). Areas addressed in the study 
included: (a) relationships between socioeconomic status and home language on parent 
behaviors, (b) effects of parental stress on parent behaviors,  (c) the potential of a Spanish 
resource in the classroom for moderating effects of parental stress on parent behaviors, 
(d) the relationship of parent behaviors to teachers’ evaluations of children’s social skills, 
and (e) parent behaviors as mediators of the relationships between family characteristics 
and children’s social skills. The next sections focus on the theoretical positions 
underlying individual constructs examined in this study, specifically, acculturation, social 
capital, parenting behaviors, and social competence. 
Acculturation 
Acculturation is the cultural and psychological changes that individuals 
experience as a result of contact with another culture and the processes by which these 
changes take place.  At the group level, acculturation involves changes in social 
structures and cultural practices.  At the individual level, it involves changes in a person’s 
behaviors and attitudes, leading to psychological and sociocultural adaptation (Sam, 
2006). Individuals of a group vary in their participation in acculturating practices and in 
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their goals for the contact situation (Berry, 2006).  People immigrating into the U.S. also 
vary in their experiences of immigration and the characteristics they bring with them in 
their immigrating circumstances.  That variation is represented along three dimensions: 
their individual features (e.g. reasons for immigration, education, wealth, and knowledge 
of English), the social environment that receives them (e.g. the political atmosphere of 
the receiving country), and the family structure and ethnic organization of the 
communities within which they settle (Portes & Rumbaut, 2001).  Obviously, this is a 
complex transitional process - from a culture of generally shared intergenerational values 
- into another culture with differing emphases on values and goals for children’s 
socialization.     
According to Berry (1997), acculturating individuals and groups deal with two 
major issues: cultural maintenance (the extent to which cultural identity and 
characteristics are considered important) and contact and participation (the extent to 
which immigrating people become involved in the dominant cultural group or remain 
primarily among themselves). The bipolar issues of cultural continuity and contact with 
the dominant group involve two components: attitudes (preferences) and behaviors 
(actual practices in everyday intercultural encounters).  Attitudes to the issues of 
maintenance and contact intersect to form four strategies in dealing with intercultural 
relations: assimilation, separation, integration, and marginalization (Berry, 1997; 2006). 
An assimilation strategy is the preference of individuals who do not wish to 
maintain their cultural identity and who predominately seek daily interactions with the 
dominant culture.  A separation strategy involves a high value on retaining the original 
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culture and a wish to avoid contact and interactions with others.  When individuals strive 
to maintain their cultural identity, but at the same time, seek daily interactions with other 
cultural groups, their strategy is defined as integration.  Finally, individuals who have 
little or no interest in cultural maintenance (frequently due to enforced cultural loss) and 
little interest in contact and participation with other cultural groups (frequently due to 
discrimination or exclusion), are defined as employing a marginalization strategy (Berry, 
2006).  Attitudes toward, and use of, the four different acculturation strategies are 
dependent on time period (e.g. length of residence or immigration generational status) 
and context (Berry, 1997).  As an example of context, individuals may prefer an 
orientation toward cultural maintenance in the home, but a greater preference for contact 
and participation in the work setting (Berry, 1997). 
Arends-Toth and Van de Vijver (2006) reinforce Berry’s formulation of cultural 
adaptation strategies as context specific.  They emphasize that acculturation orientation is 
domain specific, i.e. that cultural maintenance and cultural adaptation (that is, Berry’s 
construct of contact and participation) are independent, bipolar dimensions of the cultural 
adaptation process. An individual may prefer an integration strategy at work, but a 
separation strategy at home and in family relationships. For example, the ability to speak 
the mainstream language (a marker for a desire for contact and participation) at work 
does not interfere with the ability or prefence to speak the native language (a marker for 
cultural maintenance) at home and within the extended family and community of 
individuals of shared cultural origins. 
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A final point of relevance to this study is that acculturation strategies are not only 
dependent on individuals’ personal preferences, but also on the larger community and 
national contexts of the societies into which individuals settle (Berry, 1997).  In 
multicultural societies, individuals may find support for the adoption of an integration 
perspective.  Alternatively, in societies with little existing support for cultural 
maintenance, individuals may feel constrained to adopt an assimilation strategy.  This 
study examined Spanish instruction in the classroom as a social capital resource in school 
systems that may provide greater support for cultural maintenance in conjunction with 
contact and participation in a U.S. school system. 
Social Capital 
 According to Coleman, “social capital is defined by its function.  It is not a single 
entity but a variety of different entities, with two elements in common: they all consist of 
some aspect of social structures and they facilitate certain actions of actors … within the 
structure (Coleman, 1988, p. S98).  In other words, “whereas economic capital is in 
people’s bank accounts and human capital is inside their heads, social capital inheres in 
the structure of their relationships” (Portes, 1998, p. 7).  Contained within the above two 
quotes is the notion that people’s relationships and social networks can provide social 
resources that may facilitate productive activity in attaining goals, both at the individual 
level and at the group level.  The social capital of parents is partly contingent on their 
extended families, communities, and schools and has both direct and indirect effects (as 
they affect parenting) on child outcomes (Cochran & Brassard, 1979; Cochran & Walker, 
2005). 
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 In his literature review on social capital, Portes (1998) identifies three basic 
functions of social capital as sources of: (a) social control, (b) family support, and (c) 
benefits through extrafamilial networks.  Social capital as social control provides parents, 
teachers, and community enforcement authorities a means to maintain discipline and 
compliance from community members through non-explicit rules that do not require 
overt or formal controls (Portes, 1998).  This function of social capital is what Coleman 
calls prescriptive social norms of a community, norms that encourage individuals to 
“forgo self-interest and act in the interests of the collectivity” (Coleman, 1988, p. S104).  
The second function of social capital that Portes (1998) identifies in his review is familial 
support, derived from the immediate family and extended family members.  Portes does 
not explain how family and kin support operates, but an earlier paper by MacPhee et al. 
details numerous ways the familial network provides support for parents and their 
children; specifically, emotional support that enhances parental well-being, assistance 
with child-rearing, and instrumental assistance (e.g. child-rearing practices, normative 
information, community referrals) that may buffer parents against the negative effects of 
stress (MacPhee, Fritz, & Miller-Heyl, 1996).  Portes (1998) found that the most often 
cited theme of social capital in the recent literature is the function of network-mediated 
benefits beyond the family, which provide assets available through membership in 
networks.  For example, through stratification, especially in urban areas, people who 
share similar cultural, economic, or educational status provide employment opportunities 
and potentials for job advancement to individuals with similar backgrounds.  There are 
numerous instances of ethnic enclaves and cultural communities in large cities which 
  23	    
provide employment and job advancement for co-ethnic individuals while excluding 
outsiders, e.g. Chinatowns in New York and San Francisco and Florida’s Little Havana 
(Portes, 1998). 
 An important component of social capital is the personal social network, which is 
anchored to a specific person or family and includes relatives outside the household, 
friends, neighbors, co-workers, and school-mates who “engage in activities and 
exchanges of an affective and/or material nature with the members of the immediate 
family” (Cochran & Brassard, 1979, p.601).  The spouse and siblings are not included in 
this definition (although equally important in providing social support to family 
members).  Rather the emphasis in personal social networks is on the structure and 
quality of relationships that extend beyond members of a household.  Based on 
Bronfenbrenner’s ecological model of development (1977), Cochran and Brassard (1979) 
delineate direct and indirect processes of social networks, operating at the exosystem 
level, that influence child development.   
 Cochran and Brassard (1979) describe four processes operating through social 
networks that directly influence child development: (a) cognitive and social stimulation, 
(b) direct support, (c) observational models for the child, and (d) opportunities for active 
participation.  Social network members can provide cognitive and social stimulation for 
the child by demonstrating interactive styles that do not occur in the child’s home.  
“Unconstrained by the parental role, the adult member of the network is free to engage 
the child on less affect-laden terms and so can often teach and play in ways unavailable to 
the parent” (p. 604).  Members of parents’ social networks can also provide the child with 
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activities and settings for cognitive and social stimulation that do not exist in the home 
environment (e.g. a day care center with unfamiliar toys, group games, and rules and 
limits that differ from the child’s home).  A second network process is the provision of 
adults who may serve as direct supports for the child in enduring relationships (e.g. a 
day-care provider).  The third and fourth processes involved in social networking provide 
the child with opportunities to observe his/her parents’ and others’ social skills and 
interactions, as well as providing opportunities for the child to participate in the networks 
of his/her parents and practice social skills. 
 Social networks affect child development indirectly through their influence on 
parenting behaviors according to three major processes (Cochran & Brassard, 1979).  
First, network members and parents may exchange material resources (e.g. shared child 
care, information about housing and jobs) and emotional resources (e.g. alleviation of 
distress and doubts about parenting).  Cochran and Brassard point out that these potential 
positive effects of material and emotional exchange may also have negative impacts.  For 
example, a parent may appreciate day care services from the child’s grandparents, but 
find grandparents’ child-rearing advice or criticisms frustrating and ultimately 
undermining of the parent/child relationship.  Second, friends, relatives, and neighbors 
can influence child-rearing behaviors through sanctions or discouragement of particular 
patterns of parent/child interaction.  Cochran and Brassard (1979) cite Minturn and 
Lambert’s (1964) six-culture study, which found that social network members shape 
mothering styles.  Last, network members can also serve as role-models of effective 
parenting.  This study hypothesized that Spanish in the classroom would moderate the 
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relationship of parental stress to parenting behaviors, and in turn, to children’s social 
skills.  The underlying premise of this hypothesis is that Spanish in the classroom is a 
cultural resource for Latino parents that can reduce parental stress and its effects on 
parenting behaviors.     
Parenting Behaviors 
The development of social behaviors and cognitions is an important process in 
children’s developing social competencies.  Many research studies support the 
importance of parenting behaviors and styles in children’s social development (Eisenberg, 
Fabes, & Spinrad, 2006).  Of particular relevance in the socialization process is 
disciplinary interactions between parents and children, which occur in 65% of parent-
child interactions when the child is two years old (Baumrind, 1996). Longitudinal 
research in middle class Western European cultures has found that positive outcomes for 
children’s social behavior is supported by an authoritative parenting style, but 
undermined by authoritarian parenting. 
 Authoritative parents are characterized by warmth, acceptance, and 
responsiveness to their children’s needs and understandings (Baumrind, 1971).  In 
discipline interactions, authoritative parents establish clear and consistent guidelines for 
behavior, use explanations, and exhibit flexibility.  Authoritative parents may support 
their children’s learning by modeling concerned behavior for others and by providing an 
atmosphere of warmth and affection that encourages children’s responsiveness to parental 
socialization efforts (Hastings, Rubin, & DeRose, 2005).  Authoritative parents’ use of 
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reason, rather than punitive discipline, also supports children’s internalization of parental 
values (Grusec & Goodnow, 1994). 
In contrast, in studies of Western Europeans, authoritarian parents are less warm 
and responsive to their children, are rigid in their expectations for obedience, provide few 
explanations for rules, and discourage expression of emotion (Baumrind, 1971).  They 
may undermine their children’s social development by modeling a lack of concern for the 
feelings and needs of others and by provoking hostility and resistance to parents’ 
socialization efforts (Hastings et al., 2005). 
When research is expanded beyond samples of Western European middle class 
families, it is clear that the influence of authoritative/authoritarian styles on children’s 
socialization varies according to the social milieu and culture within which it occurs.  
Darling and Steinberg (1993) suggest that in order to understand the processes by which 
parenting style influences socialization, we need to consider three aspects of parenting: 
(a) the goals toward which parents’ socialization attempts are directed, (b) the practices 
used by parents to reach those goals (content), and (c) the emotional climate within which 
socialization occurs (context).  Parenting practices are content specific socialization goals 
that involve behaviors, such as spanking or showing an interest in children’s activities, 
while context is the emotional climate expressed in parental behaviors, such as tone of 
voice, body language, and bursts of temper.  Parental practices communicate to the child 
how the parent feels about the child’s behavior, but parenting context conveys how the 
parent feels about the child (Darling & Steinberg, 1993).  
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 Evidence for differential effects of patterns of authoritarian parenting can be 
found in cross-cultural research, where authoritarian parenting styles do not share the 
typical contextual factors involved in middle class Western European cultures.  In 
collectivist societies, such as Latin American and Asian cultures, parental goals and a 
view of the child as inherently good place a different contextual meaning on authoritarian 
child-rearing, for both parents and their children’s socialization processes.   Grusec, Rudy, 
and Martini (1997) posit three factors in considering whether authoritarian parenting is 
advantageous to children’s social development in specific cultural settings: (a) whether 
authoritarian techniques are associated with a negative image of the child, (b) whether 
ambiguous actions of the child are interpreted as willful disobedience, and (c) whether 
authoritarian practices are conscious strategies and not derived from unconscious 
negative cognitive schemas.  These three points are supported by research from China 
(Chao, 1994) and from lower-income African American mothers (Brody & Flor, 1998). 
 Compared to American mothers, Chinese mothers have been found to score high 
on authoritarianism and have been described as restrictive and more likely to agree that 
children need to be spanked when they continue to disobey (Chao, 1994).  However, 
underlying these authoritarian features is a belief that children are inherently good.  Chao 
found that Asian mothers view authoritarian parenting not as domination over children, 
but rather as responsibly training their children, with the purpose of keeping the family 
running smoothly and promoting family harmony. In collectivistic societies, such as 
China and Latin American countries, parents are more likely to value themselves and 
their children as part of the larger social group and to attempt to promote self-restraint 
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and feelings of interdependence and cooperation in their children.  In societies where 
interdependence, rather than autonomy, is emphasized, the authoritative approach of 
reasoning and logical arguments for social behavior is less necessary, or effective, 
because people’s self-worth is founded in feelings of interdependence and cooperation 
among members of the larger group.  This is in contrast to Western European societies 
whose socialization goals emphasize individualism and autonomy.  Children are 
encouraged to be independent, to assert themselves, and to be self-expressive.  In a white 
middle-class Western cultural context, authoritative parenting is more effective in 
socialization attempts because it is more necessary to convince children of the importance 
of social values when they exercise their autonomy. 
  Western society itself does not represent homogenous white middle class 
socialization practices and goals.  Brody and Flor (1998), in a study of 6- to 9-year old 
children from poor, single-parent African American families, identified a form of 
parenting they labeled “no nonsense” – parenting consisting of highly controlling 
intervention, including physical punishment, but accompanied by a high degree of 
maternal warmth.  For these children, parents’ more authoritarian practices were 
predictive of social competence and less internalizing problems.  Power assertive 
practices in lower-income contexts may be more adaptive in communities that are 
dangerous and where opportunities for antisocial activities are more prevalent. 
 Identification of authoritative and authoritarian parenting styles is helpful in 
examining differences in child-rearing practices directed to children’s social development, 
but limited if it does not take into account the cultural contexts that surround socialization 
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processes.  Parents’ goals, beliefs, and circumstances are important factors in determining 
the effectiveness of parenting styles.  Research that addresses successful socialization 
practices must include the reality of parents and children’s circumstances and the cultural 
values implicit in the generational transmission of socialization.  As researchers, we are 
at cross-purposes if we do not consider the connection between cultural beliefs, 
socialization goals, parenting behaviors, and their effects on children’s social competence. 
 Turning now to the Latin American parents who were part of this study, 
researchers have found greater use of control in parent/child interactions among Latino 
parents, regardless of country of origin, and common to interdependent, hierarchical 
cultures (reviewed in Halgunseth, Ispa, & Rudy, 2006).  This study examined Latino 
parenting behaviors according to discipline strategies, warmth toward the child, and 
degree of rules and routines in the family, in concert with four factors that have been 
shown to affect parenting behaviors: socioeconomic status, language in the home as an 
acculturation marker, and marital and parenting stress (Halgunseth et al. 2006).  It was 
expected that lower socioeconomic status and higher levels of marital and parenting 
stress would be predictive of harsher forms of discipline and reduced levels of structured 
rules and routines in the family (Halgunseth et al. 2006). 
Social Competence 
 As noted in Chapter 1, social competence has been variously defined in the 
research literature as behavioral regulation (McClelland et al. 2007), social responsibility 
(Wentzel, 1991; 1993), peer acceptance and prosocial behaviors (Welsh et al. 2001), 
socio-emotional strengths (Dobbs et al. 2006) and further operational definitions.  In such 
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a plethora of definitions, it is helpful to differentiate between social competence as a 
broad evaluative term and social skills as specific behaviors that researchers have found 
to be predictive of developmental outcomes. These skills fall under the overarching 
construct of social competence, a construct that involves multiple components of 
cognition, affect, and behavior (e.g. Waters & Sroufe, 1983; Consortium on the School-
Based Promotion of Social Competence, 1996; Topping, Bremner, & Holmes, 2000).   
Waters and Sroufe (1983) consider competence to be an integrative concept 
involving an ability to generate and coordinate flexible adaptive responses to the 
demands and opportunities in the environment (i.e. effectiveness in social relations) with 
motivation and personal control as significant contributors to success or failure in social 
interactions.  Affect arises from that success or failure.  Waters and Sroufe (1983) found 
that children judged by teachers to be more socially competent were more attractive to 
children and more able to positively engage and respond to them, had an appropriate 
sense of timing in suggesting changes in activities, and were seen as interesting and fun 
in their suggestions. 
Competent social behavior has far-reaching effects for children’s development.  
Close relationships are the basis for children to learn effectiveness in the social world; 
through relationships, language emerges, the ability to coordinate actions with others, and 
knowledge of oneself and the world (Hartup, 1989).  Vertical relationships with adults 
provide children with protection and security and the support to develop language, 
distinctions between self and others, and understanding of others’ motives and intentions 
(Hartup, 1989).  Social competencies develop within parent/child relationships where 
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parents teach social skills both directly and indirectly by providing emotional and 
cognitive support and by providing social opportunities (Rubin, Booth, Rose-Krasnor, & 
Mills, 1995).  Horizontal relationships with other children provide the context for 
elaborating social skills and opportunities for mastering cooperation, competition, and 
intimacy (Hartup, 1989).    
The evaluative constituent of social competence is based on observations of 
consistent demonstrations of cooperative, friendly, and socially acceptable behavior over 
time and circumstances (Rubin et al. 1995).  Within a child’s social world, those who 
evaluate his/her performance of social competency include parents, teachers, caregivers, 
and peers.   Of special importance for children of ethnic minority parents is the 
interdependencies in children’s experiences in the social world of school and experiences 
in the social world of home (Hartup, 1979).  Social competency is functionally defined 
within the contexts of culture, neighborhood, and situation (Consortium on the School-
Based Promotion of Social Competencies, 1996) and may be defined differently in those 
settings, according to differences in expectations for behaviors, attitudes, and adherence 
to rules (Laosa, 1989).  Children’s success in school may depend on how much overlap 
there is between the functional demand characteristics of home and school, with the 
important point that the dominant culture (i.e. school) determines the characteristics that 
define a socially competent child, based on specific roles and value judgments (Laosa, 
1989).   
Considering social competence from a systems perspective (Bronfenbrenner & 
Morris, 2006; Lerner, 2006), this study investigated evaluations of children’s social 
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competencies from the perspectives of teachers, with the acknowledgement that “a child 
is a living system, embedded within many other systems, such as families and schools” 
(Masten & Coatsworth, 1998, p. 206) and that evaluations of a child’s competence are 
reflective of “pooled knowledge about child development that are culturally transmitted 
from one generation to the next” (Masten & Coatsworth, 1998, p. 206)  .  The evaluative 
component of children’s social competency included teachers’ assessments of children’s 
social skills.  The social skills portion of the study relied on Gresham and Elliott’s (1990) 
measures of self-control (responding appropriately to other’s actions) and interpersonal 
skills (getting along with peers and adults, helping and sharing behaviors, and showing 
sensitivity to the feelings of others). 
Summary 
 The literature review detailed the theoretical framework and theoretical 
orientations underlying the individual constructs that were examined in the study.  
Systems theory according to Lerner (2006) and Bronfenbrenner’s bioecological theory 
(Bronfenbrenner & Morris, 2006) guided the overall design of the research.  Individual 
factors, acting singly or in concert, included socioeconomic status, acculturation, social 
capital, parental stress, parenting behaviors, and measures of social skills for this within-
group study of Latino families in the U.S.  This study expanded on existing research by 
considering how schools in the U.S. might positively influence kindergarten children’s 
social skills by providing parents with cultural support in their parenting behaviors.  The 
next chapter details the participants, the specific hypotheses investigated, the 
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instrumentation, and procedures according to constructs, and the data analyses used in the 
study.     
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Chapter Three: Research Design and Methods 
Hypotheses 
The basic research question of this study asked:  Do schools providing Spanish 
language instruction in the classroom benefit Latino kindergarten children’s social 
emotional development beyond family contextual variables known to influence children’s 
social competency?  Using data from the Early Childhood Longitudinal Study, 
Kindergarten Class of 1998-1999 (ECLS-K), the study examined the association between 
Spanish instruction in schools and family contextual factors in its relationship to Latino 
children’s social emotional development in kindergarten. Given the importance of 
considering multiple system dimensions in children’s development (Garcia Coll et al., 
1996), the study first examined factors of family background (socioeconomic status and 
whether Spanish is spoken at home), parental stress, parenting behaviors, and their 
relationship to children’s social competency.  The study then investigated whether the 
presence of Spanish instruction in the classroom moderates the association between 
family predictors and children’s social competency development.  
 This chapter details the sample selected from the Early Childhood Longitudinal 
Study-Kindergarten Cohort, the constructs and instruments upon which the study is based, 
and the analytic methods used in testing the six hypotheses of the study: 
 Hypothesis 1.  Parental Stress factors will influence Parenting Behaviors 
 Hypothesis 2.  Socioeconomic status (SES) will influence Parenting Behaviors 
 Hypothesis 3.  Retention of Spanish at Home will influence Parenting Behaviors 
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 Hypothesis 4. Spanish instruction in the Classroom will moderate the relationship  
       of Parental Stress to Parenting Behaviors 
 Hypothesis 5.  Parenting Behaviors will influence children’s Social Skills 
 Hypothesis 6. Parenting Behaviors will function as mediators in the relationships  
       between SES, Parental Stress and children’s Social Skills 
Dataset  
 Data for this study were drawn from the Early Childhood Longitudinal Study, 
Kindergarten Cohort of 1998 (ECLS-K).  The ECLS-K is a large, nationally  
representative dataset of children enrolled in more than 900 kindergarten programs 
during the 1998-1999 school year and developed by the U.S. Department of Education, 
National Center for Education Statistics (NCES). The dataset was designed by the NCES 
to study educational stratification among American school children (West, Denton, & 
Reaney, 2000) and followed children from kindergarten entry through the elementary 
school years.  Data for each child was collected through direct child assessment and 
interviews with parents, teachers, and school administrators.  This cross-sectional study 
utilizes data collected during fall and spring kindergarten of the 1998-1999 school year 
for Latino children and their families. 
Sample 
 The study used data from a subsample of the 3,700 Latino families, both foreign 
born and U.S. born, who are represented in the dataset.  Participants were selected if the 
child’s race/ethnicity was identified as Hispanic and if scores were available for the 
social skills component of the study.  The resulting sample was composed of 3,072 
children and their families.  Fifty percent of the children were male and 50% were female.  
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The majority of children resided in two-parent households (76%). Of the 1,958 mothers 
who self-reported their country of birth, 45% were born in the United States, 35% in 
Mexico, 6% in the Caribbean Islands, 5% in Central America, and 4% in South America.  
The majority of children in the study were born in the United States (93%). Forty-nine 
percent of families reported that they spoke Spanish at home.  
Constructs 
 Three constructs are important to this study:  parental stress, parenting behaviors, 
and social competence.  This section will broadly define each construct and schematically 
present relationships between the constructs in an overall model for the study.  Constructs 
will be further operationally defined in the section on instrumentation used in the study. 
Parental Stress  
 Research has consistently supported the importance of considering parental stress 
as a construct in contextual processes affecting children’s developmental outcomes 
(Crnic & Low, 2002; Parke & Buriel, 2006).  Stress for parents occurs in parent-child 
interactions, marital and extended family relationships, socioeconomic conditions, and 
lifestyle transitions (Crnic & Lowe, 2002).  This study examined two components of 
parental stress: stress in the marital, or partnered, relationship and stress for parents in the 
parenting process.  
 In the ECLS-K data collection, marital stress was measured with items assessing 
overall satisfaction with the relationship and with conflict tactics employed by partners 
(National Survey of Families and Households; Sweet & Bumpass, 1996; Conflict Tactics 
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Scale; Straus, 1990).  Items assessing overall satisfaction include frequency of shared 
positive behaviors (e.g. laughing together), and frequency of arguments about topics such 
as money or children (Gershoff, Aber, Raver, & Lennon, 2007).  Examples of conflict 
tactics include “argue heatedly” and “end up hitting or throwing things at each other” 
(Strauss, 1990).   
Parents answered 5 items regarding their experience as parents on a scale of 1 
(completely true) to 4 (not at all true) (Parenting Stress Index; Abidin, 1983).  An 
example from the Parenting Stress Index is: “Being a parent is harder than I thought it 
would be”.  Both marital stress and parenting stress were examined for their relationship 
to parenting behaviors.   
Parenting Behaviors 
Parental discipline and nurturance have a long history in research on child-rearing 
values and practices (Locke & Prinz, 2002).  Increasingly, the research literature has 
demonstrated a greater appreciation for the importance of considering Baumrind’s (1971) 
original conceptualization of authoritarian and authoritative parenting styles within the 
context of the emotional climate within which socialization occurs (Darling & Steinberg, 
1993).    
This study examined three components of Latino parents’ parenting behaviors: 
parental warmth, disciplining methods, and presence of rules and routines for family 
meals and children’s television viewing.  In this study, Warmth and Rules and Routines 
were measured as discrete domains separate from Discipline methods.  The study posited 
that dimensions of parental warmth and daily rules and routines are equally likely to 
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occur in conjunction with a more authoritarian parenting style as well as with an 
authoritative parenting style in a Latino population. 
Social Competence   
The study makes a distinction between social skills and social competence, as 
defined by Gresham (1986).  Social competence is a broader construct that can be 
differentiated into two components: (a) adaptive behavior (independent functioning, 
physical and language development, academic competencies) and (b) social skills that 
encompass interpersonal behaviors (cooperative and play behaviors, conversation skills, 
accepting authority), related interpersonal behaviors (expression of feelings, positive self 
attitude, ethical behavior), and task-related behaviors (following directions, completing 
tasks, independent work) (Gresham, 1986).  This study focused on only the social skills 
component of social competence, as provided in the ECLS-K dataset. 
 Social skills in the ECLS-K dataset is based on the Social Skills Rating Scale 
(SSRS) developed by Gresham & Elliott (1990) and includes evaluations of children’s 
social interaction with peers and adults, and self-control.  Teacher ratings of children’s 
social skills were formed to compose a composite variable for Interpersonal Skills, a 
subscale of the SSRS which includes items measuring children’s abilities in joining play 
activities, making friends, and helpfulness to peers (Gershoff et al., 2007).  Self-Control, 
an additional composite variable from the SSRS measures children’s ability to control 
their temper with peers, to compromise in conflicts, and to follow rules in games.   
This section has introduced the constructs that are central to the study: parental 
stress, parenting behavior, and social competence.  The relationships between the 
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constructs are next presented in graphical models upon which individual hypotheses are 
based. 
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Models 
Model 1: Parent Behaviors Outcomes 
The first model states that parenting behaviors are affected by parental stress and 
family characteristics.  Specifically, family socioeconomic status and the language 
spoken at home, as an indicator of retention of heritage culture, influence parenting 
warmth, discipline methods, and use of rules and routines in the family.  In addition, both 
marital stress and parenting stress have an influence on parenting behaviors (Figure 3.1) 
 
  
 
 
 
 
 
 
 
Figure 3.1. Parental stress and family characteristics contribute to parenting 
 The rationale for Model 1 is based on numerous research studies that have shown 
connections between parental stress and families’ socioeconomic status and their 
influence on parenting behaviors.  Stress between marital partners is associated with 
harsher forms of discipline and decreases in parents’ warmth toward their children 
(Belsky, 1984; Deater-Deckard & Scarr, 1996).  Parenting stress is also negatively related 
to parental warmth and more punitive forms of discipline (Deater-Deckard, 1998).  There 
are multiple negative effects of socioeconomic status on parenting behaviors (Conger, 
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Conger et al., 1992; Yeung, Linver, & Brooks-Gunn, 2002).  Yeung et al. (2002) found 
decreases in family income to be directly associated with decreases in parental warmth 
and increases in punitive forms of punishment.  It is expected that lower SES will also 
have an impact on structured rules and routines in the family.  For instance, in families 
where parents work multiple low-paying jobs, less time may be available to establish 
daily mealtimes and rules for children’s television viewing.   The presence or absence of 
Spanish as the language spoken in the family is included as an indicator of the retention 
of cultural origin.     
Model 2: Spanish in the Classroom 
The second model incorporates the presence of Spanish instruction in the classroom 
as a moderator of the relationships between parental stress and family characteristics on 
parent behavior outcomes (Figure 3.2). 
 
 
 
 
 
 
 
 
Figure 3.2.  Spanish in classroom moderates the relationship of parental stress to 
parenting behaviors   
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It is expected that Latino families will experience positive social support from the 
presence of a shared language with their children’s teachers and that this support may 
reduce the effect of parental stress on parenting behaviors. Social support has been 
observed to have a buffering effect between parenting stress and parenting behaviors 
(Rodgers, 1993; Yeung et al., 2002) and this study examines its potential moderation in 
the relationship of marital stress to parenting behaviors. 
Model 3: Social Skills Outcomes 
The third model predicts that parenting behaviors have a direct influence on 
children’s social skills.  It is expected that greater amounts of parental warmth will be  
positively associated with children’s interpersonal skills and self-control (Figure 3.3).  
 
  
 
 
 
 
 
 
 
Figure 3.3.  Parenting behaviors directly influence children’s social skills 	   In contrast, increases in harsher forms of discipline are expected to be associated 
with decreases in children’s interpersonal social skills.  Finally, increased use of rules and 
routines for family mealtimes and children’s television are expected to positively 
influence children’s interpersonal skills and self-control.  
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Parenting behaviors have long been investigated in their relationship to children’s 
social-emotional development. Harsher forms of disciplining behaviors have generally, 
although not in all cases, been found to be detrimental to children’s social development 
(Baumrind, 1996).  In contrast, parents’ warm, affectionate relationships with their 
children have been modestly correlated with increases in children’s social skills 
(Eisenberg et al., 2006).    
Model 4: Parent Behaviors as mediators 
The fourth and final model predicts that parenting behaviors function as mediators 
between parental stress and family characteristics and children’s social skills.  To 
function as a mediator, a mediating variable must account for some of the relationship of 
one variable to another variable (Baron & Kenny, 1986).  This study hypothesized that 
parenting behaviors explain some of the variance in children’s social skills that are 
associated with parental stress and family characteristics.  This final model depicts parent 
behaviors as mediators in the relationships previously described and represents the 
overarching model of the research design (Figure 3.4). 
As reviewed in Deater-Deckard (1998), there is a great deal of evidence for 
parenting behaviors functioning as mediators in the pathway from parental stress to 
children’s social-emotional development and from socioeconomic status to children’s 
social skills.  All three parenting behaviors were examined for functioning as mediators 
in the relationship between parenting stress and family characteristics and children’s 
social competence. 
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Figure 3.4.  Parenting behaviors as mediators between parental stress and family 
characteristics and children’s social skills 
 The four models described above constitute the basis of the research design of this 
study.  Factors hypothesized to be related to children’s social skills in the study include 
parental stress, family characteristics, Spanish instruction in the classroom, and parenting 
behaviors. 
Instrumentation 
 The instruments described below were used to measure the constructs defined in 
the preceding section.  Data were collected in the fall of 1998 and spring of 1999 by the 
Early Childhood Longitudinal Study-Kindergarten Class of 1998-99 (ECLS-K). In the 
fall, data were collected by teacher questionnaires, parent interviews, and direct child 
assessments. Most of the fall instruments were repeated in the spring 1999 data collection.  
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Parental Stress 
Marital Stress.  Parents were asked one question about their overall satisfaction 
with their relationship with their partner (rescaled to 1-4, with 4 indicating “not too 
happy”).  An additional 18 items assessed frequency of shared positive marital 
experiences (e.g. “laugh together”, “tell troubles after bad day” “discuss calmly” after 
arguments, “exchange ideas”) and frequency of experiences reflecting marital conflict 
(e.g. arguments about money, children, in-laws, expressions of affection) and frequency 
of conflict resolution behaviors (e.g. “argue heatedly”, “hit each other”).  Marital conflict 
items were recoded to reflect higher scores on marital stress (i.e. 1 = never; 4 = often.)  
The majority of items were taken from the National Survey of Families and Households 
(Sweet & Bumpass, 1996) and additional items were drawn from the Conflict Tactics 
Scale (Straus, 1990).  All items were scaled from 1 to 4 with greater values reflecting 
lower quality of the relationship and higher levels of conflict.  Scores were averaged for 
the composite measure Marital Stress (mean=1.71, SD=.40).  The Cronbach alpha 
coefficient for this measure was .81, identical to that found in the study by Gershoff and 
colleagues (Gershoff, Aber, Raver, & Lennon, 2007) and consistent for mean and 
standard deviation for the entire ECLS-K sample in the Gershoff et al. study. 
Parenting Stress.  Parents answered five questions from the Parenting Stress Index 
(Abidin, 1983).  Items included: “I find myself giving up more of my life to my child’s 
needs than I ever expected”; “I often feel angry with child”; “Child does things that 
bother me”; “Being a parent is harder than I expected” and “I often feel trapped as a 
parent”.  Responses were recoded to reflect larger amounts of parenting stress (i.e. 1=not 
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at all true, 2=somewhat true, 3=mostly true, and 4=completely true).  Items were 
averaged to form a composite (mean = 1.69, SD = .56).  The Cronbach alpha coefficient 
for this construct was .67, as compared to α = .66 in the Gershoff et al. study (2007). 
Socioeconomic Status 
 The ECLS-K computed a continuous scale variable for SES at the household level 
based on four components: father/male guardian’s education; mother/female guardian’s 
education, father/male guardian’s occupation; mother/female guardian’s occupation; and 
household income.  Parents’ occupations were recoded according to the 1989 General 
Social Survey (GSS) prestige score (Nakao &Treas, 1992).  The SES composite variable 
was standardized to have a mean of 0 and a standard deviation of 1, hence scores range 
from –4.75 to 2.75, with higher values indicating higher SES. 
Spanish in the Classroom 
This variable is based on one item in the spring kindergarten teacher questionnaire.  
Teachers were asked if Spanish was used for instruction in their classroom.  Responses 
were recoded into a dummy variable with 0 = no and 1 = yes.  Negative responses were 
equal to 1,872 and positive responses were equal to 1,033.      
Parent Behaviors 
Warmth.  This composite variable was calculated across 4 items from the HOME 
Scale (Caldwell & Bradley, 1984) administered to parents in spring of the kindergarten 
year.  Parents were asked about the warmth of their relationship with their child based on: 
(a) whether parent and child have warm, close times together, (b) whether the parent feels 
the child likes him/her, (c) whether the parent, even in a bad mood, always shows child a 
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lot of love, and (d) whether the parent expresses affection by hugging, kissing, and 
holding child).  Possible responses for the items ranged from 1 to 4 and were recoded to 
reflect higher values for greater warmth (i.e. 1=not at all true, 2=somewhat true, 
3=mostly true, and 4=completely true). Raver, Gershoff, and Aber (2007) reported a 
similar composite variable for parental warmth with an internal consistency of α = .51 for 
Hispanic parents.  In this study, the Cronbach alpha coefficient was .56 (mean = 3.71, SD 
= .40). 
 Discipline.  This composite variable was constructed from one item asking 
parents about the frequency of spanking in the last week and 11 items in response to a 
vignette about a child’s misbehavior. The vignette posed the question of how a parent 
would respond to their child hitting them, according to 11 categories of punishment.   
All items were recoded according to the method used by Gershoff et al. (2007) into a 
continuous scale based on the severity of punishment parents reported they would use.   
A parent received a score of 3 if he or she reported that he or she would “hit him/her back” 
or “spank him/her”.  If a parent said “no” to these two items but “yes” to: “yell at or 
threaten” or “make fun of him/her” he or she was assigned a score of 2.  If a parent said 
“no” to the above 4 items but “yes” to: “take away a privilege”, “make him/her take a 
timeout”, or “ make him/her do some chores around the house”, he or she received a 
score of 1.  Finally, if a parent said “no” to the above items, but responded that he or she 
would only: “talk to child about it”, “give a warning”, “make him/her apologize”, or 
“ignore it”, the parent received a score of 0.  The resulting severity of punishment scale 
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was averaged with the reported frequency of spanking scale, with higher scores 
indicating harsher forms of punishment. 
Neither Gershoff et al. (2007) or Raver et al (2007) reported a Cronbach alpha 
coefficient for this construct in their studies.  In this study, the alpha coefficient was .24 
(mean=1.04, SD=1.0) for the overall measure, although items within individual score 
groupings for severity of punishment were correlated at p < .001. 
 Rules and Routines.  As described in Gershoff, Aber, Raver, and Lennon (2007) 
this composite variable was calculated across 8 items to parents’ responses to items about 
family rules for the child’s television watching on a yes/no scale and items regarding 
number of days in a week family meals are served on a routine basis.  The 4 categorical 
television items were recoded to reflect larger values for more rules (i.e. 1=no, 2=yes) 
and were summed with the family meals per week items to form a composite variable of 
amount of rules and routines for the child (mean = 3.20, SD = .83).  The Cronbach alpha 
coefficient for this scale was .56, consistent with an alpha of .55 reported by Gershoff et 
al. (2007) for the composite variable in their study on the complete kindergarten sample. 
Social Competence 
The ECLS-K adapted the Social Skills Rating System (Gresham & Elliott 1990) 
into the Social Rating Scale (SRS).  Two composite variables of the SRS were used in 
this study: self-control and interpersonal ratings by teachers in the spring of kindergarten 
1999.  Teachers used a frequency scale to assess how often a student demonstrated a 
particular social skill or behavior (1=never, 2=sometimes, 3=often, 4=very often).  Items 
were averaged for each composite variable.  The reliability statistics for each variable 
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below are based on the ECLS-K psychometric report for kindergarten children (Rock & 
Pollack, 2002). 
 Self-Control.  Items in this variable assess student’s responding appropriately to 
others in situations involving conflict or no conflict.  Examples include “Controls temper 
with peers”, “Compromises in conflicts”, and “Follows rules in games” (α=.80).  Results 
from this study were consistent with ECLS-K reported results for Hispanic kindergartners 
(mean=3.14, SD=.61). 
 Interpersonal.  Items in this variable assess a student’s behavior in joining in play, 
making and keeping friends, and sharing and helping behaviors (α= .89). Again, results 
in this study were consistent with the ECLS-K findings for Hispanic kindergartners 
(mean=3.06, SD= .64). 
Table 3.1 summarizes the constructs, measures, and level of measurement in this 
study.  
  50	    
 
 
Table 3.1 Constructs, Measures, and Psychometric Properties 
Construct Measure Type of Measure Psychometric 
Properties 
 
Parental Stress Marital Stress 
 
Parenting Stress 
 
Continuous  
 
Continuous 
α = .81 
 
α = .67 
 
Family 
Characteristics 
Socioeconomic Status 
 
Spanish spoken at home 
Continuous 
 
Categorical  
 
      
 
             
            
Parenting 
Behaviors 
Warmth 
 
Discipline 
 
Rules and Routines 
Continuous 
 
Continuous 
α = .56 
 
α = .24 
 
α = .56 
 
Spanish in the  
Classroom 
 
 
Categorical 
 
 
Social 
Competence 
 
Interpersonal Skills 
 
Self-Control 
 
Continuous 
 
Continuous 
α = .89 
 
α = .80 
 
    
 
Preliminary Analyses 
 Table 3.2 presents the descriptive statistics for all variables used in the study.  
Means, standard deviations, minimum and maximum values, and system missing values 
are reported for the eight composite variables.  Table 3.2 also reports the frequencies for 
the two categorical variables, Spanish spoken at home and Spanish instruction in the 
classroom and the system missing values for these two variables. 
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Table 3.2 Descriptive Statistics of Predictor and Outcome Variables        
       N         Mean          SD        Min    Max      Missing 
Marital Stress   2193  1.71  .40       1.00    4.00 879 
Parenting Stress   2867  1.69  .56       1.00    4.00 205 
Household SES   3054  -.375  .706      -4.75    2.69  18 
Spanish at Home   3013          59 
 0 = no   1533    
 1 = yes   1480 
 
Spanish in Classroom  2905         167 
 0 = no   1872 
 1 = yes   1033 
 
Parenting Warmth  2873  3.71  .40       1.25    4.00 199  
 
Discipline    2901  1.03  .94       .00    7.50 171  
 
Rules and Routines  2913  3.20  .83       .14    7.00 159 
 
Self-Control   3072  3.14  .61     1.00    4.00   0 
 
Interpersonal Skills  3072  3.06  .64     1.00    4.00   0 
                
 All but one variable had 7% or fewer missing values.  The exception is the 
independent variable, Marital Stress, with 29% missing values.  Given the sensitive 
nature of some of the items on this scale (e.g. arguments about sex, arguments about 
other women/men), it is not surprising that more parents chose not to respond to 
questions on this measure.  List-wise deletion was chosen as the method to deal with 
missing values in the analyses used in this study. Excluding cases list-wise only includes 
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those respondent cases with full data on all the variables in an analytic model and is 
considered the more conservative method for dealing with missing values. Indeed, list-
wise deletion is the most robust method to violations of data missing at random among 
independent variables (Allison, 2002). 
 The relationships between composite variables to be used in the analyses were first 
investigated using Pearson product-moment correlation coefficients.  Among the 28 
relationships between variables, 75% of the correlations were significant in a 2-tailed test.  
(Table 3.3).  
Table 3.3 Inter-correlations of Composite Variables     
  
Variable        1           2           3          4           5          6            7             
1 Marital Stress 
2 Parenting Stress    .257 
3 SES     -.022    -.085 
4 Warmth     -.268    -.090     .035    
5 Discipline     .182      .191    -.088    -.126     
6 Rules     -.186     -.122     .109     .154     -.061 
7 Self-Control    -.036     -.067     .059     .029     -.047     .029 
8 Interpersonal    -.038     -.066     .103     .036     -.047     .037     .788 
                
Italicized correlations were not significant at p < .05.  All other correlations were significant at 
p < .05 or less (2-tailed) 
 
 When correlations were repeated in a one-tailed test, four of the previously non-
significant relationships became significant.  These include: Marital Stress and Self-
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Control (r = -.036), Marital Stress and Interpersonal Skills (r = -.038), SES and Warmth 
(r = .035), and Warmth and Interpersonal Skills (r = .036). Linear relationships between 
variables were further examined in a series of hierarchical regression equations based on  
the models previously described.   
Hypotheses and Analytic Approach 
 As suggested by the models presented earlier in this chapter, a set of hypotheses 
were formulated regarding the relationships between parental stress, family 
characteristics, parenting behaviors, Spanish instruction in the classroom, and children’s 
social competence. 
Hypothesis 1: Socioeconomic status influences parenting behaviors. 
 Three multiple linear regressions were used to test for direct effects of SES and 
Spanish at home on parenting behaviors.  
      1a. SES is positively related to parental warmth. 
      1b. SES is negatively related to increased levels of harsh discipline. 
      1c. SES is positively related to rules and routines in the family. 
Hypothesis 2:  Parental stress factors influence parenting behaviors  
 A series of hierarchical regression equations were used to test the significance of 
direct effects of parental stress on parenting behaviors in the regression models below. 
         2a.  Marital stress is negatively related to parental warmth. 
         2b.  Marital stress is positively related to increased levels of harsh discipline. 
         2c.  Marital stress is negatively related to rules and routines in the family. 
         2d.  Parenting stress is negatively related to parental warmth. 
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         2e.  Parenting stress is positively related to increased levels of harsh discipline.  
 2f.  Parenting stress is negatively related to rules and routines in the family. 
 
Hypothesis 3: Retention of Spanish at home influences parenting behaviors 
 This component in the hypothesized models is more of a research question than a 
hypothesis.  It is expected that Spanish spoken at home will have some relationship to 
parenting behaviors, but specific effects are not predicted in this study.  
 Hypothesis 4: Spanish instruction in the classroom moderates the relationship between 
parental stress and parenting behaviors. 
 A series of regressions were used to test Hypothesis 4. Parent behavior outcome 
subscales were regressed on each of the parental stress subscales (i.e. marital stress and 
parenting stress) and on the moderator variable, Spanish instruction in the classroom.  To 
test for moderation, each of the three parenting behaviors were then regressed on the 
product of the predictor (i.e. marital stress or parenting stress) and the moderator variable 
(Baron & Kenny, 1986).  In order for Spanish instruction in the classroom to be 
considered a moderator of parental stress and parenting behavior relationships, the 
interaction term of the predictor and the moderator must have a significant effect on the 
outcome variables for parenting behaviors. 
     4a. Spanish in the classroom moderates the relationship between marital stress and 
     parental warmth. 
 
     4b. Spanish in the classroom moderates the relationship between marital stress and 
   harsher levels of discipline. 
 
     4c. Spanish in the classroom moderates the relationship between marital stress and 
   rules and routines in the family. 
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     4d. Spanish in the classroom moderates the relationship between parenting stress  
   and parental warmth. 
 
     4e. Spanish in the classroom moderates the relationship between parenting stress 
   and harsher levels of discipline. 
 
     4f. Spanish in the classroom moderates the relationship between parenting stress 
   and rules and routines in the family. 
 
Hypothesis 5: Parenting behaviors influence children’s social skills 
 Two hierarchical regression equations were used to test the direct effects of 
parenting behaviors on children’s self-control and interpersonal skills. 
     5a. Parental warmth is positively related to self-control. 
     5b. Harsher forms of discipline are negatively related to self-control. 
     5c. Rules and routines in the family are positively related to self-control. 
     5d. Parental warmth is positively related to interpersonal skills. 
     5e. Harsher forms of discipline are negatively related to interpersonal skills. 
     5f. Rules and routines in the family are positively related to interpersonal skills. 
 
Hypothesis 6: Parenting behaviors function as mediators in the relationships  
between SES, parental stress and children’s social skills 
 Individual regression models tested whether the three parenting behaviors function 
as mediators in the relationships between the outcome variables, children’s self control 
and interpersonal skills and the predictor variables, SES and parental stress.  To test for 
mediation, it is necessary to regress each of the social competence variables on both the 
predictor variables and parenting behaviors (Baron & Kenny, 1986).  For parenting 
behaviors to be considered as mediators, the relation between the predictor variables and 
social competence should be significantly reduced when the parenting behavior variables 
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are in the equation (Baron & Kenny, 1986).  The Preacher and Hayes (2004) statistical 
software macro was then used in tests for mediation and is more fully explained  
in Chapter 4. 
Summary 
 This chapter detailed the sample, the measures used in the study, the theoretical 
models upon which the research design is based, preliminary analyses, and the 
hypotheses and their associated analytical strategies.  The next chapter more thoroughly 
describes the statistical methods employed to test the six hypotheses of this study and the 
results of the linear regression analyses. 
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Chapter Four: Results 
 
  
 This chapter describes the results of the statistical methods used in examining the 
relationships of family characteristics, parental stress, and parenting behaviors to 
children’s assessed social competence and the potential moderating effect of Spanish in 
the classroom on parenting behaviors.  The six hypotheses of the study were examined 
using a series of multiple regressions and data analysis for moderation and mediation.    
Data Analysis 
 
 Ordinary least squares (OLS) multiple regressions were run in order to examine 
four hypotheses of the study: 
 Hypothesis 1.  Socioeconomic status (SES) influences Parenting Behaviors 
 Hypothesis 2.  Retention of Spanish at Home influences Parenting 
   Behaviors 
 
 Hypothesis 3.  Parental Stress factors influence Parenting Behaviors 
 
 Hypothesis 4.  Parenting Behaviors influence children’s Social Skills 
 
 All regressions were weighted using a weight calculated by ECLS-K to be used 
with Fall and Spring child, parent, and teacher data (weight name: BYCPTW0; NCES, 
2010) to compensate for unequal probabilities of each child’s selection at sampling stages 
and to adjust for non-response of families and schools.  The statistical package SPSS was 
used in the analyses and list-wise deletion was selected for missing values, as 
recommended by Allison (2002).   
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Socioeconomic Status, Spanish at Home, and Parenting Behaviors  
The SES composite variable and the single dichotomous item indicating whether 
Spanish is spoken in the home were examined for their relationship to the three parenting 
behaviors (i.e. Warmth, Discipline, and Rules and Routines).  For each parenting 
behavior, a hierarchical multiple regression was run as a forced entry method with SES 
preceding Spanish at Home as a predictor variable.  
Hypothesis 1   
Socioeconomic status was statistically significant in predicting Warmth (B = .026, 
p = .018).  Higher levels of SES were associated with higher levels of parental warmth.  
Socioeconomic status was also statistically significant in predicting Rules and Routines 
(B = .107, p < .001, R = .091).  Higher levels of SES were associated with a greater use 
of structured rules and routines for family mealtimes and for children’s television usage 
in the family.  No relationship was found between SES and Discipline (Table 4.1). 
 Hypothesis 2   
Spanish at Home was statistically significant in predicting only Discipline 
parenting practices (B = -.180, p < .001, R = .089).  Lower levels of harsh discipline were 
found in families where Spanish was spoken at home. Unstandardized coefficients, 
standard errors, and standardized beta coefficients for each pathway are shown in Table 
4.1. 
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Table 4.1.  Relationship of SES and Home Language to Parenting Behaviors 
 
           Warmth         Discipline                 Rules and Routines 
          (n = 2,368)        (n = 2,391)         (n = 2,395) 
 
Variable     B      SE (B)     β                B    SE (B)      β                 B       SE (B)    β                                 
 
SES   .026   .013     .044*     -.045  .030   -.032              .107    .026     .089*** 
            
Spanish             -.011    .018    -.014            -.180   .041   -.095***       -.008    .036    -.005 
at Home 
 
*p < .05  **p < .01  ***p < .001  
Weighted analyses, ECLS-K weight: BYCPTW0  
 
  
Parental Stress and Parenting Behaviors.   
In examining the influence of parental stress factors on parenting behaviors, several 
statistically significant relationships were found (Table 4.2).  A hierarchical regression 
was run as a forced entry method with Marital Stress preceding Parenting Stress as a 
predictor variable on Warmth.  Marital Stress was selected as the first variable in the 
entry due to its greater correlation to Warmth (r = -.257) than Parenting Stress to Warmth 
(r = -.090).   
 Hypothesis 3   
Greater Marital Stress was associated with lower levels of Warmth (B = -.257, p 
< .001, R = .260) but no significant relationship was found for Parenting Stress on 
Warmth (Table 4.2).  Marital Stress was also selected as the first variable in the 
regression models for Discipline and Rules and Routines.  Marital Stress was 
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significantly related to higher levels of harsher Discipline (B = .336, p < .001), as was 
Parenting Stress (B = .252, p < .001).  The R2 for the initial model was .033 and R2 
change for the addition of Parenting Stress was .053 (p < .001). 
 Marital Stress and Parenting Stress were related to Rules and Routines (Table 
4.2).  Marital Stress was statistically significant in predicting lower levels of the use of 
Rules and Routines (B = -.349, p < .001).  Parenting Stress in the model was also 
significant in predicting lower levels of Rules and Routines (B = -.126, p < .001; R2 
= .044, R2 change = .044, p < .001).   
Table 4.2.  Relationship of Parental Stress to Parenting Behaviors 
 
           Warmth         Discipline                 Rules and Routines 
          (n = 1,816)        (n = 1,816)         (n = 1,816) 
 
Variable      B     SE (B)     β                  B    SE (B)    β                 B     SE(B)    β                                 
 
Marital             -.257    .024    -.255***       .336   .055    .144***      -.349    .048   -.172*** 
 Stress    
             
Parenting        -.013    .018     -.017             .252    .041    .146***      -.126    .036    -.084*** 
 Stress          
 
*p < .05  **p < .01  ***p < .001  
Weighted analyses, ECLS-K weight: BYCPTW0 
 
Parenting Behaviors and Children’s Social Skills.  
  The influence of parenting behaviors on children’s social skills were examined in 
two hierarchical multiple regressions (Table 4.3).  Based on correlations between 
variables, Discipline was entered first in each regression model, Rules and Routines at 
block 2, and Warmth last at block 3. 
  61	    
Hypothesis 4 
Discipline was statistically significant in its relationship to children’s assessed 
degree of Self-Control.  Greater amounts of harsh discipline were associated with lower 
levels of Self-Control (B = -.038, p = .004).  Although not significant at p = .05, parents 
greater use of Rules and Routines were associated with increased levels of Self-Control at 
p < .1(B = .028, p = .068).   Warmth was not significant in the model (Table 4.3).  When 
the regression was repeated with only Discipline and Rules and Routines as predictors of 
Self-Control, Rules and Routines was significant at the .05 level (B = .031, p = .039). 
 Greater levels of harsh Discipline were related to decreased levels of 
Interpersonal Skill for children, but only at p < .1 (B = -.025, p = .067).  In contrast, 
increases in Rules and Routines were associated with increases in children’s 
Interpersonal Skill (B = .039, p = .012).  Again, Warmth was not significant in the model 
for children’s Interpersonal Skill (Table 4.3).  A repeat of the regression without Warmth 
in the model found Discipline significant in its relationship to Interpersonal Skills (B = -
.026,  
p = .049). 
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Table 4.3.  Relationship of Parenting Behaviors to Children’s Social Skills 
    Self-Control             Interpersonal Skill 
                  (n = 2,382)                   (n = 2,382)           
 
Variable          B      SE (B)    β                       B    SE (B)      β                                                   
 
Discipline  -.038   .013   -.059**  -.025   .014   -.038† 
 
Rules and   .028   .015     .038†   .039    .016    .052* 
  Routines 
 
Warmth   .037   .031     .025   .049    .032    .031   
 
†p < .1, *p < .05  **p < .01  ***p < .001  
Weighted analyses, ECLS-K weight: BYCPTW0 
 
Summary. Although results of the hierarchical regression analyses did not support 
all of the hypotheses in this section of the study, several interesting pathways emerged.  
Socioeconomic status was associated with two forms of parenting behaviors.  Increased 
SES was related to increased levels of warmth and increased structured rules and routines 
in the family.  SES was not associated with discipline.  The dichotomous variable for 
Spanish spoken at home was only associated with lower levels of harsh discipline and 
had no association with parental warmth or the degree of rules and routines in the family 
(Figure 4.1).  
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Figure 4.1 Relationship of SES and Spanish at Home to Parenting Behaviors. Unstandardized	  regression	  coefficients	  are	  to	  the	  left;	  standardized	  coefficients	  are	  in	  parentheses.	  	  All	  pathways	  were	  significant.	  	  
 
  
 Perhaps most interestingly, marital stress and parenting stress appeared to have 
the most impact on parents’ behaviors with their children.  Marital stress was associated 
with all three parenting behaviors.  Greater stress in the marital relationship was related 
to decreased levels of warmth, decreased structured mealtimes and rules for television 
viewing, and increased use of harsher forms of discipline.  Increases in parents’ feelings 
of stress in the parenting process also were related to a decrease in family rules and 
routines and a greater use of harsher forms of discipline, although no relationship was 
found to parental warmth (Figure 4.2). 
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Figure 4.2 Relationship of Marital and Parenting Stress to Parenting Behaviors.  Unstandardized	  regression	  coefficients	  are	  to	  the	  left;	  standardized	  coefficients	  are	  in	  parentheses.	  	  All	  pathways	  were	  significant.	  	  
 
 Two of the parenting behaviors were related to children’s assessed social skills.  
Increases in harsher forms of discipline were associated with decreases in children’s self-
control and interpersonal skill.  However, increased use of rules and routines in the 
family were related to greater levels of children’s social self-control and interpersonal 
skill (Figure 4.3).  The next section of the study asked:  Does the availability of Spanish 
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language in the classroom moderate the association of parental stress to Parenting 
Behaviors? 
 
Figure 4.3 Relationship of Discipline and Rules and Routines to Social Skills.  
Unstandardized regression coefficients are to the left; standardized coefficients are in 
parentheses.  All pathways were significant.    
 
Moderation 
 This study hypothesized that the presence of Spanish in the classroom moderates 
the relationship of parental stress to parenting behaviors (Hypothesis 5).  Possible 
interaction effects were examined using MODPROBE, a computational macro designed 
by Hayes and Matthes (2009) that is easily implemented in SPSS.  MODPROBE 
estimates model coefficients from a focal predictor variable, a moderator variable, and 
the product of the focal and moderator variable in its effect on the outcome variable.  In 
addition, MODPROBE estimates coefficients for the conditional effect of the focal 
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predictor variable on the outcome variable at values of the moderator.  In the case of a 
dichotomous moderator variable, such as Spanish in the Classroom, the model is 
estimated in logistic regression and conditional effects of the focal predictor are shown 
for the two values of the moderator variable (Hayes & Matthes, 2009).  
  Examination of Spanish in the Classroom as a moderating variable in the 
relationship between parental stress and parenting behaviors involved a series of logistic 
regressions with either Marital Stress or Parenting Stress entered as the focal predictor, 
Spanish in the Classroom as the moderator variable, and each of the parenting behaviors 
(Warmth, Discipline, Rules) entered as the outcome variable.  Results of the analyses 
found evidence for Spanish in the Classroom as a moderating variable in the relationship 
between Parenting Stress and Warmth and Parenting Stress and Discipline.  No 
moderating effect was found for Marital Stress on any of the three parenting behaviors. 
 Hypothesis 5  
The regression model for Parenting Stress, Spanish in the Classroom, and Warmth 
fit better than the constant only model (R2 = .012, p < .001).  As expected, Parenting 
Stress alone in the model had a negative relationship to parenting Warmth (B = -.102, P 
< .001).  However, the interaction between Parenting Stress and Spanish in the 
Classroom on Warmth was positive and statistically significant (B = .102, p < .001).  
When conditional effects were examined for those families whose children were students 
in classrooms with Spanish instruction, the coefficient for Parenting Stress on Warmth 
was -.0005 and no longer significant, supporting Spanish in the Classroom as a moderator 
in the relationship of Parenting Stress to Warmth (Figure 4.4). 
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Figure 4.4 Spanish in the Classroom moderates the relationship between Parenting 
Stress and parental Warmth. 
 
 Spanish in the Classroom was also significant in moderating the relationship 
between Parenting Stress and harsher Discipline (Figure 4.5).  The overall model for the 
three variables in the regression was statistically significant (R2 = .043, p < .001).  
Parenting Stress alone in the model was positive and significant in predicting harsher 
forms of Discipline (B = .396, p < .001).   The interaction between Parenting Stress and 
Spanish in the Classroom in its relationship to Discipline became negative and was 
statistically significant (B = -.159, p < .001).   Conditional effects for those families 
whose children received Spanish instruction in the classroom demonstrated a reduction in 
the regression coefficient from .396 to .237 (p < .001).  
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Figure 4.5 Spanish in the Classroom moderates the relationship between Parenting 
Stress and Discipline. 
 
  
 Summary. Spanish in the Classroom was found to have a moderating effect on 
Parenting Stress and its relationship to Warmth and to Discipline.  Latino parents in this 
study, whose children received some Spanish instruction in the classroom, reported 
higher levels of warmth and lower levels of harsher forms of discipline, in spite of 
parenting stress, than parents of those children without any Spanish instruction.  This 
result suggests the importance of further investigation in future studies of cultural support 
for Hispanic families in classrooms beyond the single dichotomous variable employed in 
this study.  No evidence was found for Spanish in the Classroom as a moderator of the 
relationship of Marital Stress to parenting behaviors.  
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Mediation 
 The final part of the study hypothesized that parenting behaviors function as 
mediators in the relationships between SES, parental stress and children’s social skills, 
specifically children’s self-control and interpersonal skills with peers and adults 
(Hypothesis 6).  Establishing a meditational role for a variable in the pathway from 
independent variable (IV) to dependent variable (DV) is an attempt to explain how the IV 
impacts the DV, or the process involved from IV to DV (Baron & Kenny, 1986).  This 
study examined the possible meditational role of parenting behaviors on children’s social 
skills as both direct and indirect mediators. The Preacher and Hayes (2004) macro for 
testing simple mediation was used in all of the following analyses. 
 Direct mediation was assessed according to the definition of mediation detailed 
by Baron and Kenny (1986).  In their mediation model, four steps are involved in 
establishing direct mediation:   
  Step 1: The initial variable (IV) is correlated with the outcome variable (DV). 
  Step 2:  IV is correlated with the mediator (M) 
  Step 3: M is correlated with the outcome variable 
  Step 4:  For complete mediation, the effect of IV on DV, controlling for M, is zero. 
 
If all four steps are met, the data support the hypothesis that the variable designated as M 
completely mediates the relationship between the IV and DV.  If only the first three steps 
are met, then partial mediation is indicated (Baron & Kenny, 1986).  In later work, Kenny 
et al. (Kenny, Kashy, & Bolger; 1998) stated that the first step is not required, because a 
significant predictor to outcome relationship is implied if the predictor is related to the 
mediator and the mediator is related to the outcome variable. 
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 Two methods are available in the Preacher and Hayes macro for testing indirect 
mediation, the Sobel test and bootstrapping (Preacher & Hayes, 2004).  The Sobel test is 
more rigorous than the Baron and Kenny method (1986), but requires an assumption of a 
normal sampling distribution (Preacher & Hayes, 2004).  Bootstrapping, in contrast, does 
not require a normal distribution, although it is time-consuming in execution (Preacher & 
Hayes, 2004).  Results of all three mediation tests were investigated in assessing the 
meditational role of parent behaviors between SES and children’s social skills and 
between parental stress and children’s social skills. 
 Hypothesis 6   
Four meditational pathways were found to be statistically significant for parent 
behaviors functioning as mediators in parental stress effects on children’s social skills.  
No significant results were found for parent behaviors as mediators in the relationship 
between SES and social skills. 
 There was a negative, although non-significant, initial relationship between 
Marital Stress and children’s Interpersonal Skills (B = -.061, p = .072). As Kenny et al. 
(1998) stated, this first step is not required to test for mediation if the initial variable is 
correlated with the mediator and the mediator is correlated with the outcome variable.  
Such a situation was found in examining Discipline and Rules and Routines as mediators 
in the relationship between Marital Stress and Interpersonal Skills.  Marital Stress was 
positively and linearly related to Discipline (B = .423, p < .001) and Discipline was 
linearly related to Interpersonal Skills (B = -.035, p = .017).  After controlling for 
Discipline, the effect of Marital Stress on Interpersonal Skills was reduced, although not 
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to zero, and no longer significant (B = -.046, p = .175), suggesting partial mediation 
(Preacher & Hayes, 2004; Figure 4.6).  Results of the Sobel test found this reduction in 
the coefficient to be significant (test statistic= -2.297, p = .022, 95% confidence 
interval: .0276 to -.0022).  Therefore, it was determined that Discipline acted as a partial 
mediator in the effect of Marital Stress on Interpersonal Skills. 
 
Figure 4.6.  Unstandarized regression coefficients for the relationship between 
Marital Stress and Interpersonal Skills as mediated by Discipline.   
The unstandardized regression coefficient between Marital Stress and Interpersonal Skills 
controlling for Discipline is in parentheses. *p < .05, ***p < .001 
 
 Similarly, Rules and Routines were found to partially mediate the pathway 
between Marital Stress and Interpersonal Skills.  Marital Stress was negatively and 
linearly related to Rules and Routines (B = -.377, p < .001) and Rules and Routines were 
positively related to Interpersonal Skills (B = .035, p = .036).  After controlling for Rules 
and Routines, the relationship between Marital Stress and Interpersonal Skills was 
reduced (B = -.046, p = .174; Figure 4.7) and determined to be significant according to 
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the Sobel test (test statistic = -2.032, p = .042, 95% confidence interval: -.0262 to -.0005).  
Again, Rules and Routines were determined to partially mediate the relationship between 
Marital Stress and Interpersonal Skills. 
 
Figure 4.7.  Unstandarized regression coefficients for the relationship between 
Marital Stress and Interpersonal Skills as mediated by Rules and Routines.   
The unstandardized regression coefficient between Marital Stress and Interpersonal Skills 
controlling for Rules and Routines is in parentheses. *p < .05, ***p < .001 
 
 One meditational pathway was found to be significant in the relationship between 
Marital Stress and children’s Self-Control.  Marital Stress was negatively and non-
significantly related to Self-Control (B = -.054, p = .094), but highly related to Discipline 
(B = .423, p < .001).  In turn, Discipline was negatively related to Self-Control  
(B = -.027, p = .053).  After controlling for Discipline, the effect of Marital Stress on 
Self-Control was reduced and non-significant (B = -.044, p = .174; Figure 4.8). 
Nonparametric bootstrapping analyses on 2000 bootstrapped samples found Discipline to 
be a significant mediator in the relationship between Marital Stress and Self-Control 
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(95% confidence interval: -.0234 to -.0004).  Because zero is not in the 95% confidence 
interval, the indirect effect is significantly different from zero at p < .05 (two tailed; 
Preacher, Rucker, & Hayes, 2007).  Therefore, Discipline partially mediated the 
relationship between Marital Stress and Self-Control. 
 
Figure 4.8.  Unstandarized regression coefficients for the relationship between 
Marital Stress and Self-Control as mediated by Discipline.   
The unstandardized regression coefficient between Marital Stress and Self-Control controlling for 
Rules and Routines is in parentheses. *p < .05, ***p < .001 
 
 One final mediating pathway was found for Discipline in the relationship between 
Parenting Stress and children’s Interpersonal Skills.  Parenting Stress was negatively 
related to Interpersonal Skills (B = -.075, p < .001) and positively related to Discipline (B 
= .321, p < .001).  Controlling for Discipline, the effect of Parenting Stress on Self-
Control was reduced, although still significant (B = -.068, p < .001), suggesting partial 
mediation (Figure 4.9). Nonparametric bootstrapping analyses on 2000 bootstrapped 
samples indicated that Discipline was a partial mediator in the relationship between 
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Parenting Stress and children’s Self-Control at p < .05 (two tailed; 95% confidence 
interval: -.0163 to -.003).  
 
Figure 4.9.  Unstandarized regression coefficients for the relationship between 
Parenting  Stress and Interpersonal Skills as mediated by Discipline.   The	  unstandardized	  regression	  coefficient	  between	  Parenting	  Stress	  and	  Interpersonal	  Skills,	  controlling	  for	  Discipline	  is	  in	  parentheses.	  *p	  <	  .05,	  ***p	  <	  .001	  
 
 Summary.  In summary, four meditational pathways were found for the role of 
parenting behaviors as mediators between parental stress and children’s social skills.  
Discipline functioned as a mediator between marital stress and teachers’ assessments of 
children’s interpersonal skills and self-control. The presence of rules and routines in 
families’ daily life also mediated the relationship between reported marital stress and 
children’s interpersonal skills. Finally, discipline mediated the pathway from parents’ 
reported levels of parenting stress to assessments of children’s interpersonal skills. No 
evidence was found for the role of parenting behaviors in mediating the relationship of 
family socioeconomic status to children’s social skills.  Parental warmth was not found to 
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mediate any relationships between parental stress and social skills, perhaps due to the low 
reliability of this measure (Baron & Kenny, 1986). 
Summary of Results 
 As described in this chapter, a number of significant results were found in the data 
analyses (Table 4.4) and will be discussed further in the next chapter. 
Table 4.4.  Summary of Significant Results 
Hypothesis Results 
1.  Socioeconomic status influences 
      parenting behaviors.  
Families with increased socioeconomic 
levels displayed greater levels of parental 
warmth and structured rules 
and routines in the family.   
 
2.  Retention of Spanish at home  
     influences parenting behaviors 
In families where non-English is spoken at 
home, lower levels of harsher forms of 
discipline were found. 
 
3. Parental stress factors influence  
     parenting behaviors 
Greater marital stress was associated with 
decreased levels of parental warmth, decreased 
structured rules and routines, and increased use 
of harsher forms of discipline.  Increased levels 
of parenting stress were related to decreases in 
family rules and routines and increases in 
harsher forms of discipline. 
4.  Parenting behaviors influence  
      children’s social skills. 
Harsher forms of discipline were related to 
decreases in children’s self-control and 
interpersonal skills.  Increased levels of family 
rules and routines were positively related to 
children’s self-control and interpersonal skills. 
5.  The presence of instruction in Spanish 
      in the classroom moderates the  
      relationship of parental stress to 
      parenting behaviors. 
Spanish instruction in the classroom was  
associated with higher levels of parental 
warmth and lower levels of harsh discipline, in 
spite of  parenting stress. 
6.  Parenting behaviors function as 
      mediators in the relationships between 
      SES, parental stress, and children’s 
      social skills. 
Discipline mediated the relationship between 
marital stress and children’s self-control and 
interpersonal skills.  Rules and routines 
mediated the relationship of marital stress to 
children’s interpersonal skills.  Discipline 
mediated the relationship of parenting stress to 
interpersonal skills. 
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Chapter Five: Discussion and Limitations 
 Parents act as primary agents in their children’s social development in a number of 
ways, one aspect being their parenting behaviors toward their children.  Parenting 
behaviors, however, do not occur in a vacuum, but within an environmental context that 
surrounds children and their parents.  This study sought to investigate, in a national 
sample of Latino families in the U.S., aspects of family characteristics (families’ 
socioeconomic status, home language, and parental stress), and one aspect of the school 
environment, in relationship to parenting behaviors and ultimately to teachers’ 
assessment of kindergarteners’ social skills in the classroom.  
 Most importantly, the study investigated whether the presence of Spanish speaking 
teachers in the classroom, as indicated by the ECLS-K variable, Spanish instruction in the 
classroom, could act as a potential moderator of the relationship of detrimental family 
conditions (i.e. low SES, parental stress) to parenting behaviors and their influence on 
children’s self-control and interpersonal skills.   
 Several interesting results emerged from the analysis, although not all of the initial 
hypotheses associated with this study were supported by the statistical results.  This 
chapter discusses the findings of the study, as well as some limitations. The dataset for 
this study, the Early Childhood Longitudinal Study, Kindergarten Cohort (ECLS-K), 
came from a comprehensive, national data collection effort contracted by the U.S. 
Department of Education, National Center for Education Statistics. For this investigation 
a subset of Latino kindergarten students and their families was extracted from the master 
dataset. An overall limitation of the research design is its reliance on cross-sectional, 
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rather than longitudinal, data; therefore pathways can only be considered as feasible, and 
not causal in nature. 
Relationship of SES and Spanish Spoken at Home to Parenting Behaviors 
 Socioeconomic status was related to two of the parenting behaviors examined in 
this study. Increased levels of SES were associated with greater levels of parental warmth 
toward children and greater amounts of structured rules and routines for mealtimes and 
television viewing in the family.   
 The ECLS-K computed composite variable for SES is based on three quantitative 
domains of social class: income, education, and occupational prestige of parents.  It 
follows an extended investment model perspective (EIM; Conger & Dogan, 2007).  
According to an EIM perspective, higher levels of SES increase the tendency and ability 
of parents to provide greater resources to their children’s development, through greater 
financial (income), social (occupational prestige), and human (education) capital (Conger 
& Dogan, 2007).  Increases in these three forms of capital are related to more positive 
parental attitudes and styles of interacting with children (Bradley & Corwyn, 2002).  An 
additional explanation for the association of SES and parenting behaviors may lie in the 
life conditions for parents at the lower levels of SES.  For example, parents who work 
multiple low-paying jobs are likely to have less time for establishing and maintaining 
family rules for meals and television and less time for positive interactions with their 
children. 
The single ECLS-K item for Spanish spoken at home, as an indicator of retention 
of heritage culture, was related to only one of the parenting behavior variables.  Families 
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who spoke in Spanish in their homes displayed significantly lower levels of harsh 
discipline.  The composite variable for discipline used in this study was based on the 
strategy reported by Gershoff et al. (2007) and was composed of one question about 
frequency of spanking behavior in the last week and combined with 11 responses to a 
vignette about a child’s behavior.  Higher scores on the discipline measure reflected 
harsher forms of punishment (i.e. spanking, hitting) as a response to a child hitting the 
parent and were negatively associated with Spanish spoken in the home.  The reliance on 
a measure mostly constructed on the basis of a hypothetical situation is problematic and 
indeed, the Cronbach alpha coefficient was only .24, although items within individual 
score groupings for severity of punishment were correlated at p < .001.  Lower scores for 
discipline in families where Spanish is spoken at home should therefore be interpreted 
cautiously.  Nevertheless, this finding is supported by previous research studies, which 
reported low levels of physical or punitive discipline in Latino families for this age group 
of children (Calzada & Eyberg, 2002; Halgunseth, Ispa, & Rudy, 2006; Livas-Dlott et al., 
2010).  An inherent limitation of this study was the use of a single ECLS-K item, rather 
than multiple items, to represent retention of the heritage culture. 
Relationship of Marital Stress to Parenting Behaviors and Child Social Competence  
 Research supports the connection between marital conflict in families and negative 
consequences in children’s social development (e.g. Davies & Cummings, 1994).  Davies 
and Cummings (1994) postulate that marital discord in the family induces an emotional 
insecurity in children that has far reaching consequences for children’s regulation of 
emotional arousal and long-term social and emotional adjustment.       
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 One family process whereby marital discord indirectly affects children’s social 
development outcomes is through parenting behaviors (Belsky, 1984; Davies and 
Cummings, 1994; Kaczynski, Lindahl, Malik, Laurenceau, &, 2006). Marital stress was 
significant in its relationships to all three parenting behaviors in this study.  Increased 
marital stress was associated with decreased levels of parental warmth toward children, 
increases in harsh, punitive discipline and decreases in structured family rules and 
routines.  These parenting behavior variables, in turn, were examined for functional roles 
as mediators in the relationship between marital stress and children’s social skills.   
 Three meditational pathways were found to be significant in relationships between 
marital stress and children’s social skills.  Harsher forms of discipline partially mediated 
the influence of marital stress on both self-control and interpersonal skills in children’s 
assessed social skills. Structured rules and routines in the family mediated only the 
relationship between marital stress and children’s interpersonal skills.   
 These results are supported by previous research, which found that marital conflict 
is related to disruptions in parenting behaviors (Deater-Deckard, 1998).  For example, 
Deater-Deckard (1998) suggests that harsh forms of discipline lead to a breakdown in 
children’s internalization of rules of conduct in social interactions that result in 
aggressive approaches to social relationships.  
 Although marital stress was significant in its relationship to parental warmth toward 
children, no evidence was found for parental warmth as a predictor of children’s social 
skills or as a mediator in the pathway from marital stress to children’s social skills.  
These non-significant results for the variable for parental warmth may be due to the low 
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reliability of this measure (Cronbach alpha = .56) and also the social desirability of  
 
answering “yes” to questions such as “whether parent and child have warm, close times 
together” and  “whether the parent feels the child likes him/her”.   
Relationship of Parenting Stress to Parenting Behaviors and Child Social Competence  
 In the everyday events of childrearing, all parents experience some degree of stress 
in their role as parents (Crnic & Greenberg, 1990; Deater-Deckard, 1998).  Previous 
research indicates that it is parents’ appraisal of the significance of these daily events that 
is most important in contributing to parenting stress (Crnic & Greenberg, 1990).  In this 
study, parenting stress was measured according to Abidin’s Parenting Stress Index (1983) 
which is a self-report instrument indicating parents’ perceptions of the difficulty of 
parenting. 
 Research has consistently supported a connection between parenting stress and less 
than optimal parenting behaviors (Deater-Deckard, 1998;  Halgunseth et al., 2006) with 
negative consequences on children’s social adjustment (Baumrind, 1993; Eisenberg et al., 
2006).  This study found that increased parenting stress was related to increases in 
parents’ use of harsher forms of discipline and decreased structured family rules and 
routines.  One meditational pathway was found to be significant between parenting stress 
and children’s social skills.  Discipline partially mediated the pathway from parents’ 
reported levels of parenting stress to assessments of children’s interpersonal skills.  As 
noted for marital stress, harsh forms of discipline may provide children with a negative 
model of conduct in social relationships that subsequently lead to aggressive behaviors in 
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children’s social interactions (Deater-Deckard, 1998).  
  
 In the current study, marital stress was found to more negatively influence 
parenting behaviors than parenting stress and to have a greater relationship to children’s 
social skills outcomes.  One possible explanation for this may be that, in unhappy 
marriages, women are likely to find compensation in the parenting role that reduces the 
link between parenting stress and parenting behaviors (Deater-Deckard & Scarr, 1996).   
 Results from this study, linking parental stress to parenting behaviors and 
ultimately to children’s social skills, indicate the importance of considering what factors 
may reduce parental stress in Latino families.  The last part of the study hypothesized that 
the presence of Spanish as an instructional language in the classroom would moderate the 
association of parental stress to parenting behaviors.  
Spanish in the Classroom as a Moderator of Parental Stress 
 The rationale for selecting this variable as a moderator is not based on the efficacy 
of instruction in Spanish, but rather on the premise that a shared language between Latino 
parents and teachers in their children’s classrooms will provide parents with a form of 
social support for their cultural backgrounds that, in turn, will be beneficial for children’s 
social and academic development.   
 Research supports the idea that positive social support buffers the relationship 
between parenting stress and parenting behavior (Crnic & Greenberg, 1990; Rodgers, 
1993; Cardoso, Padilla, & Sampson, 2010).  In a longitudinal study of children from one 
month of age to 5 years of age, Crnic and Greenberg (1990) found evidence that social 
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support for mothers at three ecological levels moderated the relationship of parenting 
stress to parenting function.  The three ecological levels of social support in the Crnic and 
Greenberg study (1990) included: intimate relationships, friendships, and community 
support.  This study focused on Spanish in the classroom as a potential moderator of 
parental stress at the community level for Latino parents of kindergarten children. 
 The study found that the interaction of parenting stress with Spanish in the 
classroom moderated both parental warmth and harsher forms of discipline.   The 
relationship between parenting stress and parental warmth was no longer significant 
when Spanish in the classroom was added to the equation.  Additionally, the association 
of parenting stress to harsher forms of discipline was greatly reduced by the presence of 
Spanish in the classroom.   
 A possible explanation for the buffering effect of Spanish in children’s classrooms 
on the relationship between parenting stress and parental behaviors lies in the connections 
that Latino parents may be able to build with their children’s teachers and with school 
administrative personnel.   Turney and Kao (2009) point out that when parents are more 
involved in their children’s school systems, they get to know other parents, teachers, and 
administrators, and potentially learn more about their child’s experience in the school 
environment and any possible difficulties they may be having.  Spanish speakers in the 
classroom can expand avenues of communication for Latino parents that allow them to 
more effectively engage with the school culture that their children experience daily 
(Carreón, Drake, & Barton, 2005).  In turn, parents may gain confidence in their 
parenting skills and perceive less stress in their role as parents. 
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 An area for future research is the investigation of potential influences of Spanish 
speaking teachers in the classroom on teachers’ ability to interpret Latino children’s 
social skills effectively and to provide more culturally informed support for positive 
behaviors.  Future studies might also ask, whether children’s proficiency with the 
language of the classroom might in itself support children’s positive social skills. 
 
Conclusion and Recommendations 
 Recent immigrants to the U.S. often cite public education for their children as a 
primary reason for immigration to the U.S. (Hill & Torres, 2010).  Latino parents arrive 
in the U.S. with a strong belief in the advantages of education for their children and 
willingly make sacrifices, such as working multiple low-paying jobs, for the academic 
advancement of their children (Suárez-Orozco & Suárez-Orozco, 2001).  Disturbingly, 
although immigrant parents arrive in the U.S. with optimism and a belief in opportunities 
for educational and economic advancement, subsequent generations appear to lose their 
motivation and belief in advancement in the U.S. (Suárez-Orozco & Suárez-Orozco, 
2001). 
 Despite Latino parents’ initial commitment to their children’s educational 
advancement in the U.S., they face multiple barriers in their ability to engage with U.S. 
schools in their children’s education (Turney & Kao, 2009).  Most obviously, deficits in 
English language ability impede parents’ communications with teachers and school 
personnel.  Less obviously, a lack of fluency in the dominant language in the U.S. also 
  84	    
entails a lack of fluency in the unspoken norms of the U.S. school culture, such as 
classroom behaviors and power distributions between teachers, school personnel, and 
parents (Pérez Carreón et al., 2005).  Unfortunately, the reverse lens is also true: as 
researchers and educators we lack fluency in understanding the developmental processes 
of Latino children, parents and their families in the U.S.  Providing Spanish speaking 
teachers and/or translators in our schools is a beginning step in opening doors of 
communication that may help us understand and support Latino American children and 
their families in the United States. 
 As widely noted, by the year 2050, it is expected that almost 30% of our school-age 
children will be of Latino descent.  More currently, the U.S. Census Bureau Public 
Information Office (2008) reported that as of July 2007, 24% of children under the age of 
5 and 34% of children under the age of 18 living in the U.S. were of Latino descent (Hill 
& Torres, 2010).  These population statistics are in sharp contrast to a report by the 
National Center for Education Statistics (2007) that Latino teachers accounted for only 
6% of full-time teachers during the 2003-2004 school year.   
 Results from this study suggest that providing Spanish language in the classroom 
decreased parenting stress and parenting behaviors detrimental to children’s social 
development, in this national sample of Latino families.  Along these lines it is possible 
or even likely that additional cultural support for immigrant parents and their children 
could also be of significant value in supporting children’s social development. Additional 
future resources that might be beneficial and should be investigated include: 
parent/teacher conferences and PTA meetings in Spanish, focus groups of Latino parents 
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in schools, quantitative studies of effects of parent focus groups on school ecologies, and 
required teacher education classes in Latino culture.  
 Our schools need to acknowledge their responsibility in providing support for the 
increasing number of Latino children in U.S. classrooms and for their families.  For 
example, our school systems have often blamed Latino children’s academic failures on 
lack of parent involvement in children’s schooling, without understanding parents’ 
situations or providing resources to support parent involvement (Pérez Carreón et al., 
2005; Turney & Kao, 2009; Hill & Torres, 2010).  With a greater understanding of 
aspects of children’s and parents’ lives, programs and policies can be initiated that may 
be beneficial to Latino children’s social development and its relationship to academic 
achievement.  The simple presence of Spanish speaking school personnel, to provide 
stronger more effective communication with children and parents, can provide Latino 
families with support for the social development, and ultimately academic development, 
of their children. 
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